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ABSTRACT 
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vi 
The discrepancy between American Indian and Caucasian 
c hildren in academic achievement is well documented. 
Theorists suggest a co nnection between perceived locus of 
control and the level of educational performance. This 
study first sought to determine if the factor structure of 
a measure of the percepti o n of lo cu s of control 
( Multidimensional Measure of Children's Perceptions of 
Control) was similar for Caucasian and American Indian 
(Oglala Lakota) c hildren. Second, the study sought to 
determine if there were differences between the groups on 
the MMCPC subtest scores. Finally, the study sought to 
determine the relationship between locus of control and 
academic achievement in Oglala Lakota children. 
The study f ound that the factor structure of the MMCPC 
wa s similar for b a t h g roups . There were significant 
,iif f e r e nce s be tween the responses o f Oglala Lakota and 
Cau~asia n c hildre n on the Po werful Others and Unknown 
vii 
Source o f Control subtests o f the MMCPC. Ho wever, there 
was no signific an t d iffe rence between the gr oup s o n the 
Internal So11rce of Co ntr ol subte st. This is c ontrary to 
previous resear c h. An inverse relationship was found 
bo?t ween un known l oc11s of co ntrol and academi c achievement 
i n the Ogl a la Lakota group. 
(124 pages) 
CHAPTER I 
INTRODUCTION 
American Indian children are members of a 
geographically diverse and quickly growing population. Yet 
they remain a cultural minority within a dominant society. 
A variety of researchers from the fields of anthropology, 
sociology, and psychology have sought to determine the 
processes by which members of such nondominant groups adapt 
or acculturate to the dominant society <Berry, 1976; Berry, 
1981; Connolly & Bruner, 1974; Ogbu, 1981). It has been 
found that acculturation results in a number of linguistic, 
behavioral, and cognitive changes in the nondominant group 
members (Berry, 1976; Levine - Brand & Ruiz, 1978; Wilkin & 
Berry, 1975). Frequently, the nondominant group 
assimilates some culturally defined skills of the dominant 
gro u p <Witkin & Berry, 1975; Yates, 1987) . 
Despite acculturating to the dominant society, 
American Indian children experience negative outcomes in 
economic, educational, and socioemotional areas (Manson, 
Walker, & Kivlahan, 1987). One of the more serious 
negative outcomes is their poor academic performance within 
a western European educational system (Caudill, 1949; 
McShane, 1983; Rosenthal, 1974; Saslow & Harrover, 1968; 
Snipp, 1992). 
One possible contributor to the poor academic 
achievement of American Indian children is the way in which 
locus of control operates within their culture. The 
concept of locus of control has been traditionally divided 
into two areas: behavior that is controlled by 
contingencies that are external to the child (external 
locus of control), and contingencies that are dependent 
upon the behavior or relatively permanent characteristics 
of the child (internal locus of control) (Rotter, 1966). 
The connection between internal locus of control and 
a ca demic achievement has been well documented in Caucasian 
populations (Strickland, 1989). The general conclusion is 
that children who are more internal in their locus of 
control perform better in school (Strickland, 1989). 
Therefore, one potential contributor to the generally low 
academic performance of American Indian children may be 
their locus of control. Although existing research is 
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somewhat limited, what research has been done suggests that 
American Indians are more external in their locus of 
control ( Mc Shane, 1983; Trimble & Richardson, 1982) . 
While agreeing that locus of control is an important 
explanatory variable, some have suggested that an internal -
external dichotomy is too simplistic and is insufficient to 
explain behavior. As a result, additional explanatory 
locus of control variants have been suggested, including: 
perceived control, personal control, ideological control, 
unknown control, and powerful others <Connell, 1980; 
Harter, 1981; Trimble & Richardson, 1982). 
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One influence that has led to these hypothesized 
variants of lo c us of control is the conclusion that a 
child's culture teaches who/what causes behavior. The 
particular culture within which the child exists identifies 
for the child the ca u sal events of behavior (Connolly & 
Bruner, 1974). Relevant to the issue of locus of control 
is that fact that the American Indian culture teaches its 
members that cooperation is prized above competition, that 
interdependency among tribal members is necessary for 
survival . In short, that individual behavior is controlled 
by the expectancy of reinforcement from sources external to 
the individual . 
Even though external c ontrol of behavior is an 
American I ndian cultural value, when American Indian 
children come in contact with the dominant Western European 
culture as a part of their school experience, they are 
taught that an internal locus of control is valued. They 
learn to speak English, are taught to conform to the 
accepted style of instructional discourse, and are praised 
for competitive performance. They are encouraged to adopt 
the cognitive style of the Caucasian. Such is contrary to 
their cultural values. Theoretically, American Indian 
children who have a cultural value of external locus of 
control will perform poorly in a Caucasian school system 
where internal locus of control is valued. 
In light of the recent research that suggests that 
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lo c us of c ontrol is not a bipolar concept, it is unclear as 
t o the extent to which locus of control is different 
between cultures. Although the American Indian child may 
3cculturate to a dominantly Caucasian society, it is 
unknown whether the theoretical concept of locus of control 
i s equivalent between American Indian and Caucasian 
c hildren. The measures that have been used to evaluate 
l ocus of control are general measures which allow only a 
oipolar response choice (internal-external). A new effort 
1as been made to construct measures in which the respondent 
: an identify multiple loci of control across a variety of 
. ife situations. As yet, it remains to be seen whether the 
) ld or new measures have equivalent factor structures and 
1orms which are the same across cultural groups. 
Paralleling the relationship between locus of control 
and culture are findings from research on the concept of 
not.i vat .ion (Dweck, 1986). Recent studies suggest that 
\ here are multiple sociocognitive mediators of motivation 
' Dweck, 1986). Among these mediators are the perceptions 
{hat one has as to the locus of control for one's behavior 
Connell, 1980, 1985; Harter, 1981, 1983), that is, the 
notivation to exhibit a behavior is mediated by the extent 
~o which an organism perceives a contingency between 
reinforcement and a source of control for the behavior. If 
, he organism does not perceive such a contingency, it is 
1ot motivated to exhibit the behavior. Harter (1981, 1983) 
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has theorized that this perception of contingency 
(p e ~ c eived locus of control) is predictive of academic 
achievement in children. Theoretically, when the child is 
taught to perceive and internalizes culturally defined 
loci of control, motivational orientation becomes more 
explicit and academic achievement improves (Harter, 1981). 
When the child does not perceive the contingency between 
reinforcement and culturally defined loci of control, 
motivational orientation is ambiguous and academic 
a chievement decreases. If this relationship were found in 
American Indian children, it might help in addressing the 
~auses of their poor academic performance within a 
Caucasian educational system. 
The conceptual framework of this study is built upon 
~n interconnection of the theories of locus of control, 
1c ademic achievement, and differences in cultures. 
}enerally, if there are differences in the 
: onceptualization of locus of control between Caucasian and 
\ merican Indian children, these have not been clearly 
1rticulated. Specifically, it has not been determined if 
~he factor structure of a measure of locus of control 
(Multidimensional Measure of Children's Perceptions of 
~ontrol) is the same for American Indian and Caucasian 
:hildren. Also, it remains a question as to what extent 
, here is a relationship between the perception of locus of 
-ontrol and school achievement in American Indian children. 
The objective of this study was to determine the 
extent to which American Indian children in general, and 
the Oglala Lakota in particular, report similar 
motivational factors (perceived locus of control} as are 
reported by Caucasian children. A second objective was to 
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de t ermine the extent of the relationship between perception 
of locus of control and academic achievement in American 
Indian (Oglala Lakota} children. 
CHAPTER II 
REVIEW OF LITERATURE 
This chapter provides an overview of the literature 
that shows that American Indian children, specifically the 
Oglala Lakota, are part of a cultural minority who do not 
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achieve well within a Caucasian educational system. 
b een generally concluded that academic achievement is 
It has 
r elated to an internal locus of control. A possible 
c ontributor, then, to the poor performance of American 
Indian children is that they tend to be more external in 
t heir locus of control. However, recent research theorizes 
\ hat locus of control is not simply a unidimensional 
(internal-external) concept and that it is the perception 
) fa locus of control that is related to academic 
~c hievement. Also, it is unclear if the concept of locus 
)f c ontrol is equivalent across cultures. 
The development of the con cept of l ocu s of control is 
, ummarized and the major l oc us of control measures are then 
-e v iewed . Little research has been dome to determin e i f 
. he theorized multidimensi o nal loc i o f co n trol are f o und 
1c r o ss cultures and t o wh~ t ext en t the perceptions of locus 
, f c ontr ol a r e rel a ted to academic achievement in American 
rndi an c hildren. Understanding the relationship between 
1erceptions of control and academic achievement among 
merican Indian children may help in addressing the causes 
>f school failure. 
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American Indians: A Cultural Minority 
Currently there are well over 250 American Indian and 
Eskimo tribes that have been officially recognized as legal 
or ethnic entities by the federal government, 65 
communities that are recognized by state authority, and 
several dozen communities that are not formally recognized 
( Manson et a l . , 1 9 8 7 ) . The 1980 census indicated that the 
population of American Indians (1.48 million) was nearly 
double that of the 1970 census. Of this number, 
3pproximalely 50% were under the age of 23 years, which is 
signifi c antly lower that the median age (30.3 years) of the 
!J . S . pop u 1 at i on i n genera 1 ( U . S . Bureau of Census , 1 9 8 4 ) . 
This is due, in part, to a birth rate that is double that 
~f the general population. The mean income of the American 
Indian family, $6,857.00, is less than half that of 
: aucasian Americans <Manson et al., 1987). Unemployment is 
~igh, ranging from 201/. in a few fortunate communities, to 
)01/. and 70% in other communities. 
Most of the social science studies (anthropological, 
; ociological, psychological) on the cultural values of 
\ merican Indians reveal more differences than similarities 
)etween Caucasian and American Indians subjects (DuBray, 
1985). The culture of American Indians in general, and the 
)glala Lakota in particular, evolved over thousands of 
f ears. Having been hunter/gatherers during that time, they 
ieveloped a cultural system which ensured that the society 
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would survive <Greenbaum & Greenbaum, 1983; Morton, 1988; 
Ross, 1989; Spika, 1970; Voyat, 1983; Wilson, 1991; Yates, 
1987). The Oglala Lakota learned what cultural values were 
e c essary for tribal and individual survival and these were 
p assed from generation to generation. One such value is 
~o o peration with others. It is essential to establish 
a lliances with other members of the tribe. This is 
?specially true in hunter/gatherer cultures where the very 
e xistence of life depends upon all members of the tribe 
ioing their part. The society is held to be more important 
t han the individual. Personal and family alliances are 
3Ssentially a form of social security. This reinforces the 
i dea that one's behavior should be governed by the needs of 
)thers, or by external forces. 
Out of cooperation, a strong sense of unity develops. 
s a consequence, competition between tribal members is 
-educed. Within the traditional Oglala Lakota culture, 
;ompetition is present but is expressed on an intrapersonal 
. eve! (Spika, 1970; Voyat, 1983; Yates, 1987). An 
ndividual competes with her/his past performance to 
. mprove herself/himself rather than competing with others 
n the tribe. Competition is avoided because the loser may 
' eel shame. This avoidance of interpersonal competition 
foes much to increase the harmony of a tribe. Indeed, in a 
, ribe where survival requires interdependency, the person 
ho competes for individual 'gain is viewed as 
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untrustw o rthy. He/she puts his / her own needs above others 
and cannot be relied upon. Individual assertiveness, 
therefore, is shamed by tribal members except as it 
benefits the tr i ~e . Discipline within the tribe is 
maintained through this tribal, or external, control by 
shaming. Such discipline is displayed in school settings 
when students who excel are perceived as self-aggrandizing 
and are subsequently ridiculed by their peers (Greenbaum & 
Greenbaum, 1983; Spika, 1970; Voyat, 1983). 
Observation of the world and self is another salient 
value of the American Indian and the Oglala Lakota (Morton, 
1988; Spika, 1970> . Also arising from a hunter/gatherer 
c ulture , survival is dependent upon the ability to observe. 
S in c e the hunter/gatherer has only one opportunity to act, 
he / she must use all his/her senses to observe and decide 
what behavior is required. Observation is a primary 
modality for gathering information, for becoming educated. 
Sensory input rather than verbal output is culturally 
approved. However, in a non-Indian society, the motionless 
act of observation may be interpreted as disinterest, 
defiance, or intellectual deficiency. The assumption is 
made that verbal output is equated with »internal 
motivation" and high academic performance. The "silent" 
American Indian child is viewed as "externally motivated" 
and performs poorly in school (Erickson & Mohatt, 1980). 
The Oglala Lakota child is taught the value of 
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generosity from an early age <Morton, 1988; Voyat, 1983). 
Generosity is not only equated with the giving of material 
g o ods, but also with the giving of time, advice, and 
c aring. A generous person is one who is perceptive to the 
needs of others and unselfishly gives assistance. 
Generosity is also recognized in the relationship which 
human beings have to nature: Father Sky gives rain to 
Mother Earth, who in turn provides sustenance to the human 
be i ng. The human being reciprocates with actual or 
symbolic offerings to Father Sky and Mother Earth. · 
Generosity, coupled with cooperation, may put the Sioux 
~hild at educational risk in an interesting way. Wilson 
(1 9 91) c onducted structured interviews with Sioux high 
;c hool students who had been promoted from a reservation 
=l e mentary school to a mainstream public school. She also 
~o l l e c ted observational data on the social interactions, 
: lassroom behavior, and academic performance of these 
5tuden ts . She observed that Sioux students would be truant 
: rom class because they felt an obligation to lend support 
1nd friendship to another student who was feeling isolated. 
"hey missed classes in order to support each other. 
Traditional Oglala Lakota culture teaches the value of 
naintaining balance in life, of "Walking the Red Road" 
Ross, 1989) . Balance means living a life that is in 
harmony with one's unique, personal characteristics and 
vith the forces that flow through nature. The person tries 
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to obtain a balan c e between opposites in life. The concept 
of balance has been equated with Jung's transcendent 
f u n ct i o n: maintaining a balance between feeling and 
thinking, between sensation and intuition (Ross, 1989). 
The maintenance of harmonic balance is sought after more 
t h a n t he ac c umulation of material wealth. Therefore, 
working solely for wealth is viewed as ill-used effort. 
The traditional Oglala Lakota method of education is 
through example (Greenbaum & Greenbaum, 1983; Ross, 1989). 
This may be accomplished by having the child observe a 
demonstration of the desired behavior or through 
storytelling. If children are allowed to discover their 
own answers , it i s believed that their understanding and 
retention will be increased . Cooperation is valued over 
co mpetitiveness. Decisions are made by consensus rather 
t han by individual authority . There is an emphasis on 
watching and waiting rather than verbal participation. 
~o nflicts are avoided rather than directly confronted. 
These cultural values tend to create persons who see 
t heir behavior as being governed by "the good of the 
whole," or external sources. The subjugation of American 
Indians by a dominant culture may lead to a sense of 
opelessness and reinforce the significance of powerful 
3xternal control. The Sioux child may feel good about 
i mproving upon past performance (experience internal 
: ontrol of his behavior) yet this is still within the 
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cultural framework of meeting the survival needs of the 
tribe. Finding "balance" between these internal and 
external controls, however, is the guiding principle. 
Educational Performance of American Indians 
The poor academic performance of American Indian 
children who are educated within a majority culture 
educational system has been well documented (Caudill, 1949; 
McShane, 1983; Rosenthal, 1974; Saslow & Harrover, 1968; 
Sn i pp, 1992) . Much of the data on the achievement of 
American Indian children derives from large-scale 
government surveys such as the General Social Survey or the 
Census Bureau's Current Population Survey (Snipp, 1992). 
In such a national survey, Brod and McQuiston (1983) 
reported that the average number of years of formal 
education received by American Indians 25 years of age and 
older, 9.6, is well below the national average of 10.9 and 
the lowest of any major ethnic group in the United States. 
U.S. Senate hearings reveal that drop out rates between the 
eighth and ninth grades in some urban areas range from 481/. 
to 851/., and approach 501/. in Bureau of Indian Affairs 
boarding schools and day school on reservations 
(LaFrombosie, 1988). 
Achievement levels of American Indian students, as a 
group, lag by 1/2 to 1 1/2 years in elementary school, and 
2 to 3 1/2 years in secondary school (McShane, 1980). 
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McShane (1983) reported that data obtained from surveys by 
the U.S. government show the academic performance of 
American Indian children is only slightly lower than non-
Indians during the first few years of school. This 
disparity suddenly grows at about third or fourth grade. 
At about third grade, the academic performance of American 
Indian children begins to deteriorate and fall behind 
Caucasian children (McShane, 1983; Snipp, 1992). Along 
with declines in cognitive performance and achievement 
<McShane, 1980), self-evaluation and self-concept falls 
(Rosenthal, 1974). 
Even when American Indian children have a successful 
experience in the first years of school, they tend to have 
more difficulty making the transition to other schools 
(Wilson, 1991). Wilson (1991) observed, interviewed, and 
reviewed the academic records of Sioux children who 
transferred from reservation elementary schools to 
mainstream public schools. The reservation elementary 
schools were designed and decorated by the Sioux tribe and 
incorporated powerful Sioux symbols (e.g., circular 
buildings, four entrances, etc.). The majority of the 
school staff were Sioux who spoke the native langauge. 
Wilson (1991) noted a significant drop in grades, and an 
increase in truancy and fighting by the Sioux children. 
American Indian students are also required to perform 
on standardized educational and psychological tests that 
ave poor psychometric properties for non-Caucasian 
":>opulations (Anastasi, 1982; Cronbach, 1975; Helms, 1992; 
Lefley, 1982; McShane, 1980; Sattler, 1982). The most 
J bvious problem is the lack of appropriate test norms for 
American Indians. Many cross-cultural studies have 
~ompared test scores between groups, yet little normative 
iata have been collected (Jones & Thorne, 1987; Rogler, 
1989). Another psychometric problem is the difference 
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~etween cultures regarding what competency skills should be 
neasured. For example, American Indian children uniformly 
5core higher on the performance subtests of measures of 
. ntellectual functioning than they do on the verbal 
,;ubtests. It has been suggested that this score 
iiscrepancy may be attributed to the visual learning style 
) f American Indians as well as to the level of 
1cculturation (Miller-Jones, 1989; Sattler, 1982). 
Locus of Control and Academic Achievement 
Rotter (1966) integrated social learning, 
' einforcement, and cognitive theories to suggest that 
)ehavior is a function of the expectancy of reinforcement 
: rom a source internal or external to the organism. This 
nternal/external source of reinforcement is often referred 
~o as locus of control. Rotter (1990) defined the concept: 
Briefly, internal versus external control refers 
to the degree to which persons expect that a 
reinforcement or an outcome of their behavior is 
contingent on their own behavior or personal 
characteristics versus the degree to which 
persons expect that the reinforcement or outcome 
is a function of chance, luck, or fate, is under 
the control of powerful others, or is simply 
unpredictable. (p. 489) 
h other words, the motivation to engage in a task is 
cetermined by the expectation of success at that task and 
t:ie value to the individual of the reinforcement that 
follows the completion of the task. Individuals are 
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m fferent in the extent to which they perceive a connection 
~tween their behavior and subsequent events. This 
dt fference is based upon the differing perceptions which 
p~ople have of their past reinforcement history. A 
p?rson's experience with reinforcement in specific 
s tuations builds over time, developing into an expectancy 
o ' reinforcement, or locus of control, which is carried 
i1to new situations. Again, the expectancy of locus of 
c on t rol may be internal or external. This expectancy of 
l>cus of control can be used to predict behavioral 
d . fferences between people in many situations. 
Research on internal and external locus of control has 
bfen voluminous since the concept was put forth. Rotter's 
1Q66 article describing the development of a test to 
measure locus of control was the most cited article in the 
p t blished social science literature from 1969 to 1977 
(~trick land, 1989). In a review of this literature on 
l ocus of control, Strickland <1989) concluded that children 
t End to become more internal as they grow older, males tend 
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to be more external than females, and that research across 
c ultures has generally shown a relationship between 
internality and academic achievement. 
Rotter (1990) did not consider locus of control to be 
a fixed trait but theorized that although it can change 
o ver time, it is relatively stable across situations during 
a particular time period. Strickland (1989) observed that 
t he mean scores of college students on the Rotter Locus of 
Control test became more external during the late 1960s and 
?arly 1970s; in the late 1980s the scores were becoming 
more internal again. It seems quite congruent for locus of 
~ontrol to be embedded ~ithin social learning theory. It 
is presented as a construct that is relatively stable yet 
i s influenced by social learning. 
Building upon Rotter's (1966) concept of external and 
nternal locus of control, the study of motivation has 
: hanged over the past 10 to 15 years. 
;hanges, Dweck (1986) stated: 
Summarizing these 
This change has resulted in a coherent, replicable, 
and educationally relevant body of findings ... and in a 
clearer understanding of motivational phenomena. 
During this time, the emphasis has shifted to a 
social-cognitive approach ... away from the external 
contingencies, on the one hand, and global, internal 
states on the other. It has shifted to an emphasis on 
cognitive mediators, that is, to how children construe 
the situation, interpret events in the situation, and 
process information about the situation. Although 
external contingencies and internal affective states 
are by no means ignored, they are seen as part of a 
process whose workings are best penetrated by focusing 
on organizing cognitive variables. (p. 1040) 
Harter (1978, 1981, 1983) has sought to specify what 
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~ght be the "organizing cognitive variables" of motivation 
a1d how they are related to academic achievement. In a 
s=ries of studies into motivation orientation, Harter 
( l 981> obtained children's responses on measures of 
p ~rceived competence, perceived control, and academic 
p erformance. The correlations between the measures were 
a nalyzed using a structural equation modeling formula to 
determine significant relationships and their overall 
contributions to explaining several proposed models of 
motivation. The model which was the best fit to the data 
s uggested that two critical correlates to motivation 
orientation are (a) the child's perception of who/what is 
i n contr o l of the child's actions (perceived locus of 
co n t rol), and (b) the child's academic achievement level. 
Harter's model suggested that the extent to which a 
c hild does not perceive a connection between a causal event 
a nd his/her successes and failures is correlated in a 
~egative direction with the child's achievement level. 
These, in turn, correlate in a positive direction with the 
child's self-perceptions of competence and motivational 
Jrientation. The variable that is at the beginning of this 
notivation orientation sequence is the child's ability to 
Jnderstand what controls the consequences of her/his 
actions, or perceived locus of control. 
Harter (1981) reported that instead of attributing 
events to luck or chance, children will simply report that 
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they do not know. Harter ( 1981, 1983) suggested that in 
addition to the internal and external locus of control 
f ou nd in o ther studies (Levenson, 1972; Rotter, 1966; 
Strickland, 1989) a third source of control exists: Unknown 
Control. The child simply does not know who or what 
c onlrols the contingencies of its behavior. In 
Harter's model, it is the Unknown Control variable that is 
the i nitial step in the Perceived Control ->Achievement-> 
Competence-> Motivation sequence. Strickland (1989), in 
her review of locus of control, considered the cognitive 
construct of perceived control to be an important 
ccntribution to the study of locus of control . However, 
Hcrter's samples have been 85% or more composed of 
Caucasian subjects. 
minority children. 
It is unclear if this model fits 
Measures of Locus of Control 
Along with postulating the theory of locus of control, 
Retter (1966) developed an instrument to measure the 
ccncept. Other measures have been developed as the concept 
has been refined <Strickland, 1989). Historically, the two 
mcst frequently used measures of locus of control have been 
the Rotter I-E Scale and the Nowicki-Strickland. More 
recently, the Multidimensional Measure of Children's 
Pe r ceptions of Control (Connell, 1980, 1985) was developed 
in response to refinements in the conceptualization of 
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bc us o f control. 
Rlt ter 1-E Seale 
Based on his work with locus of control, Rotter (1966) 
diveloped a measure of locus of control, the Internal-
E:ternal Locus of Control Scale (known as the Rotter I-E 
S·ale). The I-E Scale was designed to be used to 
i .vestigate locus of control in a broad array of 
s tuations. Comprised of 29 questions, it was initially 
n,rmed on college students. Decisions to include 
p ,rticular test items were based on whether the test items 
h ,d low correlations between subscale items and low 
c 1rrelations with a social desirability measure (the 
M,rlowe-Crowe Social Desirability Scale). Many items 
d <aling with academic achievement were dropped from the 
~{01 of test items because of high correlations with the 
s ~ ial desirability scale. Commenting on the development 
of the scale, Rotter (1975) wrote that the I-E Scale 
... was developed as a broad gauge instrument - not as 
an instrument to allow for very high prediction in 
some specific situation, such as achievement or 
political behavior, but rather to allow for a low 
degree of prediction of behavior across a wide range 
of potential situations. (p. 63) 
Ncwicki-Strickland Scale 
The Rotter 1-E Scale quickly became the instrument of 
cbice for internal-external research with adults 
(!i.rickland, 1989). Seeking to extend the measurement of 
lcus of control to children, Nowicki and Strickland 
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(Strickland, 1989) developed a children's measure of locus 
o : control. Their measure, the Children's Nowicki-
s ~rickland Internal-External Scale, was constructed of 
f rty items which were answered yes-no. It assesses locus 
o: control along a general internal-external dimension. 
While other measures of children's locus of control have 
been developed (Battle & Rotter, 1963; Crandall, Katkovsky, 
& Crandall, 1965), over 700 studies have used the 
Children's Nowicki-Strickland Internal-External Scale 
dtring the past 15 years (Strickland, 1989). Research with 
the measure across cultures has shown the expected 
relationships of internality and achievement behavior, 
especially academic achievement (Strickland, 1989). 
However, like the Rotter I-E Scale, the Nowicki-Strickland 
also measures locus of control unidimensionally (internal-
ex ternal). 
While the Rotter I-E Scale and the Nowicki-Strickland 
~re well known measures, cross-cultural studies have 
suggested that locus of control is not unidimensional. 
!actor analyzing the responses of Blacks to the Rotter I-E 
5cale, Gurin, Gurin, Lao, and Beattie (1969) found an 
idditional factor, ideological control, in addition to the 
. nternal-external factors which Rotter found. Gurin et al . 
( 1969) interpreted the factor analyses as providing 
evidence of two factors. The first, composed of items 
)hrased in the first person, related to personal control, 
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~ the control which one can exert on one's own life. The 
dher factor, composed of third-person items, related to 
g:ineral ideological ideas about how much control most 
~rsons in society possess. They also concluded that this 
S3paration of personal and ideological control is not 
t vpical of factor analytic results from Caucasian 
p::,pulations (Gurin et al., 1969). 
Building upon Gurin et al. (1969), Trimble and 
R' chardson (1982) administered the I-E Scale to 740 
Anerican Indian subjects who varied in age (17-81 years 
o .d), tribal affiliation, socioeconomic status, geographic 
c,nditions, and amount of contact with non-Indians. 
(, arimax rotation) and cluster analyses revealed the 
Factor 
a dditional factors of faith in people, personal control, 
rtce ideology, control ideology, and fate. 
M, ltidimensional Measure of Children's 
Perceptions of Control 
Recognizing that there may be other explanatory loci 
o : control, the Multidimensional Measure of Children's 
Perceptions of Control (MMCPC) was developed by Connell 
( .980, 1985). Prior to the MMCPC, the most frequently used 
ctildren's measures of locus of control allowed the child 
to only choose between an internal or external source when 
mcking attributions of control of behavior (Connell, 1985; 
St rickland, 1989). Based upon the work of White (1959, 
1560) , Levenson ( 1972) , and Harter and Connel 1 ( 1984) the 
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M1CPC allows children to identify three sources. They can 
r 1port that they know what controls their success and 
f 1ilures <Internal and Powerful Others/External) or that 
tley do not know the source of control <Unknown). This 
t1ree-choice option (Internal, Powerful Others, Unknown) is 
mere congruent with the current research on locus of 
c ontrol that was previously reviewed in this chapter. 
Acditionally, the MMCPC allows the child to separately 
icentify what is the cause of success and failure in 
d 'fferent domains of life experiences: Cognitive (school-
rElatedl, Social (peer-related), Physical (sports-related), 
ard Genera 1 ( g 1 oba 1 l . These characteristics of the MMC PC 
h cve allowed researchers to be more precise in measuring a 
c~ild's perception of contingency, or what controls the 
c cnsequences of behavior. Because the MMCPC allows for 
a c learer explication of locus of control variables and 
s~cifically addresses the perception of control, it is 
mcst appropriate for the research questions that were posed 
ir this study. Therefore, more detail is provided 
c~cerning this particular measure. 
Validity of the MMCPC. Nearly 1,500 children in 
grsdes three through nine were used in the construction, 
standardization, and validation of the MMCPC (Connell, 
1930, 1985). The items and subscales of the measure were 
c01structed from factor-analytic procedures, internal 
c01sistency analyses, and comparison of subjects' responses 
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to information from struct u red intervi e ws . 
Evidence for the vali d ity o f the MMCPC comes from 
co mparing chil dren' s r esponses in each major domain 
(Co gnit iv e, Social, Physical) and Source of C:ontro l su btest 
(Unkn o wn, Powerful Others, I n t ernal) t o ot her self-report 
~easures o f moti va t io n and se l f- co ncept, teacher reports, 
~t anda r di zed ac h i evement test scores, and sociometric data 
-'. Cc, n n e l l , 1 9 8 5 l . 
Cog n itive domain. Responses to the Cognitive domain 
i tems were correlated to scores on standardized achievement 
l ests (Iowa Test of Basic Skills, Stanford Achievement 
est), teachers ratings, and scores on the mastery 
otivation subscale (the degree to which a child prefers 
-hallenging tasks, is curious, and likes to solve problems 
_ndependently) of The Perceived Competence Scale for 
:hi 1 dren (Harter, 1982) . Low to moderatei yet significant, 
·elationships were found between these measures. 
:orrelations between the achievement tests and the Unknown 
ind Powerful Others subtests ranged from -.25 to -.37, and 
·rom .22 to .24 on the Internal subtest (~ < .01). 
:orrelations with the Perceived Competence Scale (cognitive 
, ubtest) ranged from -.33 to -.23 on the Unknown and 
,owerful Others subtests and .22 on the Internal subtest (~ 
.01). Teacher rating of academic achievement correlated 
= -.19 with the Unknown subtest and r = .23 with the 
nternal subtest (~ < .01). These results are consistent 
with research that shows internal control is positively 
co rrelated with academic achievement (Strickland, 1989). 
It is als o consistent with Harter ' s studies (1981, 1983, 
1984) t h a t unknown control is negatively correlated with 
acade mic achievement. 
Social domain. The Social domain items were 
25 
:o rrelated to self, peer, and teachers ratings on the Peer 
Acceptance subscale of the Perceived Competence Scale for 
:hi 1 dren <Harter, 1982) . This is a measure of the degree 
t o which children perceive themselves as popular and well-
l iked by their classmates. Additionally, the children were 
~s k e d to choose three peers they would like to work with on 
1 graded and a f u n school project. The weighted proportion 
)f raters who c hose each subject were correlated with the 
: ontro l variables. The self ratings correlated r = -.22 
~ith the Unknown subtest, r = -.25 with the Powerful Others 
; ubtest, and r = .23 with the Internal subtest (~ < .01). 
'he teacher and peer rating were significant only for 
:orrelations with the Powerful Others subtest (r = -.19 to 
· .35; ~ < .01). These results show that children's self-
·atings of acceptance by peers were most consistently 
i redicted by a powerful others perception of control at low 
o moderate levels. Children who see the popular children 
nd the teacher as important influences on their popularity 
end to view themselves as less accepted by their peers. 
lhildren who see significant others as controlling their 
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peer acceptance were also rated as somewhat less popular by 
their teachers. 
Physical domain. In the Physical domain, children's 
responses were correlated with self and teacher (classroom 
and gym) ratings of physical competence on the physical 
domain on the Perceived Competence Scale (Harter, 1982). 
The self rating correlations with the Unknown and Powerful 
Others ranged from r = -.19 to -.33, and r = .16 to .24 on 
the Internal subtest (~ < .05). Children who saw their own 
effort as contributing more to physical success than their 
opponent's lack of ability perceived themselves as more 
competent in sports. Teacher ratings correlated r = -.23 
to -.31 with the Unknown and Powerful Others subtests, and 
r = .23 to .31 with the Internal subtest (~ < .01). 
Significant moderate, negative correlations were obtained 
between Powerful Others control in the Physical domain and 
the teacher's ratings. Connell (1985) concluded that 
children who see their own effort determining whether they 
succeed at physical activities and who play down the role 
of the opponent's skills also tend to perceive themselves 
as more competent and are seen by their teachers as more 
competent in these activities. 
The mean MMCPC item scores of the groups used in 
standardization and norming show considerable variation, 
particularly within the three specific competency domains 
<Cognitive, Social, Physical). Powerful Others and Unknown 
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control item means c lustered around 2.0, with a range of 
1.45 - 3.16. Internal contr o l item means clustered around 
1.0, with a ran ge of 2.52 - 3.82. Means of the General 
domain items showed less variation, with all item means 
c lustered around 2.5, with a range of 2.21 - 3 . 16. In 
c ontrast to the means, item standard deviations in all 
groups were relatively consistent across subscales; the 
v alues fluctuated around .85, with only three values being 
less than . 7. Connel 1 ( 1985) reported that the rather 
large mean differences among items tapping different 
sources of control were expected based on research that 
c hi 1 dren become more i n·terna 1 in their 1 ocus of control as 
they grow older (Strickland, 1989). 
Due to the complexity of the subscale structure of the 
MMCPC (24 possible subscales; source of control x 
competency domain x success/failure), Connell (1985) 
elected to factor analyze the measure according to 
competency domain (Cognitive, Social, Physical, General). 
This decision was based upon Harter's (1982) work that 
suggests children have differing self-perceptions in 
differing competency domains. This resulted in 12 test 
items in each competency domain. An oblique (Promax) 
rotation for each of the four domains was done (Tables 1 
through 3). 
From the factor analysis listed in Table 1, it can be 
seen that three factors were indicated in the Cognitive and 
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Table 1 
factor Pattern, Item Means, and Standard Deviations of 
MMCPC Cognitive and Social Domain Items (Connell, 1985) 
Domain and 
Item Number 
Cognitive 
Unknown 
31 
7 
46 
22 
Powerful 
27 
3 
18 
42 
Internal 
1 1 
35 
38 
14 
Social 
Unknown 
43 
19 
28 
4 
Powerful 
39 
15 
36 
12 
Internal 
47 
23 
8 
32 
Powerful 
Unknown Other Internal 
.62 
.78 
.70 
. 7 1 
Others 
.45 
.69 
.78 
.74 
.49 
. 54 
.86 
.82 
.66 
.66 
. 58 
.36 
Others 
.82 
.85 
.47 
.62 
.77 
.84 
. 58 
.43 
Note. Table adapted from Connell, 1985. 
Mean SD 
· 1. 7 J .85 
1.85 .80 
2. 14 .89 
2.04 .84 
1. 4 7 .72 
1. 52 .72 
2. 17 1.01 
2. 11 1.04 
3.72 .55 
3.73 . 58 
3.52 .75 
3.24 .79 
2. 14 .93 
2.23 . 91 
2. 51 .89 
2.58 .98 
1.83 .98 
1.83 .95 
1. 45 .70 
1. 71 .78 
3.31 .83 
3. 16 .87 
2.84 .80 
2.75 .82 
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Social domains, with each sour ce of control (Internal, 
Powerful Others, and Unknown) defining a separate factor. 
The fa c tor analysis o f the items in the Physical domain 
(Table 2) suggests four factors: unknown, powerful others, 
internal c ontrol for success, and internal control for 
failure. The General domain (Table 3) is even more 
complicated, with five source of control factors being 
necessary to account for the correlations among the items: 
unknown, powerful others for success, powerful others for 
failure, internal for success, and internal for failure. 
Research using the MMCPC. The MMCPC has been used as 
a research measure in a variety of studies: comparing the 
adjustment of epileptic and diabetic children <Ferrari, 
Matthews, & Barabas, 1983), identifying the changes in 
attributions of locus o f control in children and 
adolescents who are depressed <Weisz, Weiss, Wasserman, & 
Rintoul, 1987), determining the relation between stress, 
locus of control, and behavioral symptoms in children 
(Weigel, Wertlieb, & Feldstein, 1989), determining the 
relation of perceived control and problem solving during 
psychotherapy <Weisz, 1986), comparing the outcomes of 
different family therapies <Barkley, Guevremont, 
Anastopoulou, & Fletcher, 1992), and assessing the 
developmental changes of Hindu Indian children (Shana, 
1985 >. 
The majority of previous studies used the MMCPC as a 
'T"ble 2 
F~tor Pattern, Item Means, and Standard Deviations of 
~Y-;PC Physical Domain Items (Connell 1 1985) 
It ~m Number 
Jnknown 
1 
25 
40 
16 
>owerfu 1 Others 
33 
9 
24 
48 
:n tern a 1 
5 
29 
20 
44 
Powerful Int 
Unknown Other Succ 
.43 
.60 
.83 
.84 
. 38 
. 58 
.88 
.87 
.74 
.84 
Int 
Fail 
.75 
.85 
Mean 
1. 80 
1. 87 
1. 95 
1. 88 
2.38 
2.23 
2.72 
2.62 
3.51 
3.46 
2.55 
2.64 
30 
SD 
.86 
.78 
.80 
.80 
.90 
.90 
.89 
.89 
. 62 
.73 
.88 
.89 
No{e . Inl Succ = Internal control for success; Int Fai 1 = 
Internal control for failure. Table adapted from Connell, 
19f5. 
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~ctor Pattern, Item Means, and Standard Deviations of 
MICPC General Domain Subtest (Connell 1985) 
Po Po Int 
I em Number Unkn Fail Succ Succ Fail Mean SD 
Unknown 
37 .68 2.28 .88 13 
.72 2.26 .85 
34 
.68 2.38 .84 
10 .70 2.41 .86 
Powerful Others 
45 
.89 2.53 .97 
21 
.88 2.50 .88 
6 
.87 3. 16 .89 
30 
.83 3.00 .87 
I nternal 
17 
.85 2.87 . 91 
41 
.86 2.59 .92 
2 
. 8 1 3.07 .70 
26 
. 8 1 2.78 . 91 
Na e. Unkn= Unknown; Po Fail = Powerful others for 
fa lure; Po Succ = Powerful others for success; Int Succ = 
In ,ernal for success; Fail = Failure. Table adapted from 
Co1nel 1, 1985. 
pr •-post measure of changes in perception of locus of 
co 1trol as a result of gaining new information, skill 
tr .ining, or therapy. However, Weigel et al. (1989) 
co tpared the MMCPC to the Nowicki-Strickland to see which 
wa. more predictive of the behavioral symptoms of stress. 
Thy selected a sample of children whose parents had 
ex~rienced a marital separation or divorce. These 
chldren were administered several measures, including the 
MM~C and the Nowicki-Strickland. Weigel et al. (1989) 
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f::>u nd that the Nowicki-Strickland scores were related to 
be MMCPC Unknown Control scores in the Cognitive, Social, 
end General domains (r = -.37, -.37, and -.42, 
~spectively). They concluded that as perceptions of the 
mknown source of control increased, externality (as 
tmasure by the Nowicki-Strickland) decreased. They also 
u3ed a series of stepwise multiple regression models to 
e tamine the combined effects of stress, control, and 
C>mpetence and to determine which of the locus of control 
measures had more predictive utility for stress symptoms. 
T1ey found that the MMCPC Unknown scores in the cognitive 
a td physical domains were the only ones that emerged from 
t ' e regression models as significant predictors. The 
N0wicki-Strickland score did not meet the criteria for a 
s :gnificant predictor. 
Concluding that the MMCPC was relatively superior to 
t~e Nowicki-Strickland, Weigel et al. (1989) observed: 
The traditional locus of control scale, indexing 
externality, was not significantly related to behavior 
symptoms at either the bivariate or the multivariate 
level. However, it is interesting to note that a 
significant relation was found between internality on 
the traditional locus of control scale and scores for 
unknown control in the general domain. Thus, 
researchers are reminded once again of the complex 
interrelations among measures of control and 
contingency and the need for increased study of these 
variables. (p. 462) 
The growing number of studies using the MMCPC suggests 
~hat it is gaining acceptance as a viable measure of 
perceived control. Therefore, it appears that the MMCPC 
may be an excellent choice to study the relationship 
between perception of locus of control and academic 
achievement among American Indians. However, it is not 
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known if the factor structure of the MMCPC is the same for 
non-Caucasian children as it is for Caucasian children. 
Nor is it known if there is a significant difference 
between the responses that are given on the measure by 
Caucasian and non-Caucasian children. 
Competence and Acculturation 
It is clear from the preceding review that there are 
cultural differences between American Indian and Caucasian 
cultures. It is important to recognize that cultural 
differences are a salient context in which to study locus 
of control. In order to clarify this cultural context, the 
process of how minority cultures acculturate to dominant 
cultures will be briefly reviewed. 
In any given society there is a repertoire of skills 
which help the society's members cope with the realities of 
existence (Connolly & Bruner, 1974). Developing competence 
in this repertoire of skills becomes a necessity for the 
survival of the individual member of the society. Social 
learning theory explains how these skills are taught. 
While there are variations in the definition of competence, 
common to most definitions is that competence is the 
ability to perform a culturally specified task (Ogbu, 
34 
118 1) . These competencies vary between cultures (Tharp & 
Gdlimore, 1988). 
In an attempt to develop an appropriate model for 
~ass-cultural research, Ogbu (1981) proposed that the 
O' igins of human competencies in cultural skills lie in the 
nt ture of the c ulturally defined adult tasks. These are 
t ,sks in which the adult members of the society have become 
c >mpetent and which are necessary for societal survival. 
E:amples of such tasks include cognitive, linguistic, 
s ,c ial-emotional, and practical skills (Connolly & Bruner, 
1'74). Also founded in social learning theory, perception 
o l o cus of control could logically be considered to be one 
o l these cognitive tasks. 
Competency in these tasks is taught through the child-
r•aring methods o f the parents and other child-rearing 
Ogbu (1981) summarized: 
Child rearing is thus the process by which 
parents and other child-rearing agents transmit 
and by which children acquire the prior existing 
competencies required by their social, economic, 
political, and other future adult cultural tasks. 
< p . 418) 
In societies where a child spends significant amounts 
of time with teachers in a structured educational system, 
trase educational systems would logically be included with 
tra "other child-rearing agents" to which Ogbu (1981) 
re:erred. This being the case, it is also logical to 
st:ggest that the parents of the child and the educational 
s~tem may have different culturally prescribed competency 
skills. Szaz (1983) summarized: 
Both non-Indian teachers and Western-oriented 
texts reflect moral and ethical ideals of 
mainstream America. Indian children encounter 
the type of ambivalence expressed in these 
contradictory concepts: competition vs. 
cooperation, dominance over nature vs. harmony 
with nature, individualism vs. reliance on 
extended family, clan and tribe. Indian homes 
and communities teach one attitude and schools 
teach another. (p. 111) 
In this situation, the child is faced with a dilemma of 
developing and/or reconciling those differing competency 
skills. For example, an Oglala Lakota child is taught by 
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his culture that the traditional manner in which knowledge 
is gained is through attending tribal ceremonies, 
requesting the information from an iyeska, or watching the 
example of others (Ross, 1989). Gaining knowledge in this 
way is a competency skill that is encouraged. Questioning 
o r asking "Why?" of the elders is unacceptable. On the 
other hand, it is clear that this Lakota competency skill 
is at variance to the Anglo competency skill of learning 
through direct, verbal, and at times, confrontational 
lUestioning by the student or teacher. Consequently, many 
Lakota children who attend Caucasian schools face a 
:filemma. This dilemma is resolved through the process of 
3.cculturation. 
As defined by Redfield, Linton, and Herskovits (1936), 
3.cculturation occurs when 
... groups of individu~ls having different 
cultures come into continuous first-hand contact, 
with subsequent changes in the original culture 
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patterns of either or both groups. (p. 150) 
In an elaborated formulation by the Social Science Research 
;o un c i 1 ( 1954), acculturation was defined as 
... cultural change that is initiated by the 
c o njunction of two or more autonomous cultural 
systems. Acculturative change may be the 
consequence of direct cultural transmission; it 
may be derived from noncultural causes, such as 
ecological or demographic modification induced by 
impinging culture; it may be delayed, as with 
internal adjustments following upon the 
acceptance of alien traits or patterns; or it may 
be a reactive adaptation of traditional modes of 
life. Its dynamics can be seen as the selective 
adaptation of value systems, the processes of 
integration and differentiation, the generation 
of developmental sequences, and the operation of 
role determinants and personality factors. 
(p. 974) 
\ !though by these definitions change can occur in either of 
~he two groups involved in acculturation, in practice one 
~roup dominates the other and contributes more to the 
. nterchange of cultural elements than does the less 
Iominant group merry, 1981; Yates, 1987). 
Berry (1976) identified four distinct ways through 
rhich a child may acculturate. These are 
1. Assimilation - a relinquishing of cultural 
dentity and movement into the larger society. This may 
,ake place by way of absorption of the non dominant group 
,y the dominant group, or by the merging of the groups to 
orm a new sub-group. 
2. Integration - retaining cultural identity and 
1ovement to join the dominant society resulting in a 
·mosaic." 
3. Rejection - self-imposed withdrawal from the 
co minant society; this may become one of the classical 
f or ms of segregation. 
4. Deculturation - withdrawal of cultural and 
psychological contact from either the traditional culture 
or the dominant society; tantamount to ethnocide. 
In a review of cross-cultural studies, Witkin and 
Be rry (1975) concluded that assimilation is the most 
frequently selected acculturation strategy. Specific 
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examples of the use of assimilation are shifts in cognitive 
style (Berry, 1976) and ethnic identity (Levine-Brand & 
Ruiz , 1978) toward the norm of the dominant group. 
It seems logical to conclude that a child who is 
presented with the dilemma of acculturation will develop 
some cognitive skills that are defined and taught by the 
dominant cu lture and some skills that are defined and 
taught by the child's traditional culture. This conclusion 
has led researchers to examine the cross-cultural 
equivalence of these different culturally defined skills 
(Olmedo, 1979). This has been a particularly difficult 
enterprise since functional and statistical equivalences 
ave not been established for most test instruments used in 
t his research (Berry, 1980; Brislin, 1980; Miller-Jones, 
1989; Williams, 1987). A specific example of such an 
instrument is the MMCPC. In fact, a major focus of this 
;tu dy was to determine if the factor structure of the MMCPC 
is similar for American Indian and Caucasian children. 
Basically, the researcher is faced with the question 
of whether the same attribute is being measured in the 
seprate cultures. Attempts to answer this question have 
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re\Olved around identifying patterns of intercorrelations 
amQg test items given to one culture group and then 
infurring similar structures/skills across cultures when 
the test item intercorrelations are similar in a different 
cu l:..ure group (Olmedo, 1979). Olmedo (1979) concluded: 
Thus, although the set of indicators (e.g., 
psychological tests) may vary for different 
cultures, the pattern of interrelationships among 
indicators may be similar, suggesting a structure 
that is cross-culturally equivalent ... Perhaps the 
most commonly used technique in this respect has 
been that of confirmatory factor analysis across 
cultural groups. (p. 1066) 
Alt 1ough issues concerning the objectivity of the criteria 
f e rdetermining factorial equivalence remain a problem, 
facorially derived measurement scales involving 
lin ;uistic, behavioral, and sociocultural items have 
acheved a high degree of reliability and validity (Olmedo, 
197 1 ). 
In addition to culturally equivalent structure/skills 
idetified through confirmatory factor analysis, another 
lin , of research has identified cognitive skills which may 
be mpacted by acculturation. Given that societies 
con •inue to exist because the members are competent in the 
tas .s required for survival (Ogbu, 1981), motivation to 
acheve compel enc e is o f primary importance. The 
(Xplication o f motiv;,,.lional fa ctors then bec omes ,. ,;iable 
a n c-e r n i n t h e s t. u d y o f a c c u 1 t , · r a i i. ,_·, :1 a n d a s s i rn i 1 a t i o n . 
Lo cu. s ,-,f r e ·, ' r , · rl America n In dia ns 
.A numh,:;,-· ,.f \'..,~i ables have been shown lo be re lated to 
l:c1_;s of co ntrol. One va riab le is ethnicity (Strickland, 
F-189) . Reviewing the history of the locus of control 
c~nstruct and the numerous studies that have been done, 
&rickland (1989) identif i ed that elhn5c minority issues 
a~e related to locus o f co ntrol. For example, Strickland 
( . 989) found that Bla c k children were more external and 
13ss likely to delay reinforcement than Caucasian children. 
M1ny studies have f ou nd that eth nic minorities report a 
mJre external locus of control than Caucasian subjects 
( Gurin et al., 1969; Lefcourt, 1966; Reynolds, 1976}. 
The majority of these studies have compared Bla c k and 
Ciu c asian c hildren. Building on these studies, Tyler and 
Holsinger (1975} admin istered the Nowicki-Strickland I-E 
S cale lo 4th, 7th, 9th, and 11th grade American Indian 
children who were attending reservation schools in the 
Uf per Midwest. The children's responses were compared to 
n on-Indian children who were living in a small, rural town 
a~proximately 30 miles from the reservation. The authors 
fcund a significant main effect for race: the culturally 
iisadvantaged American Indian children were more external 
t~ an the Caucasian control group. 
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While acknowledging the previous research which 
sugg ,sted that American Indian children are more external 
in t ieir perception of locus of control than dominant-
cultre children, Valliant, Asu, and Howitt (1983), 
admi.istered the Rotter I-E measure to American Indian and 
Cauc ,sian male juvenile offenders who had been referred to 
a Caadian training school. They concluded that there were 
no dfferences between the groups on the locus of control 
meas re. 
In a comparison of obese and nonobese American Indian 
and (aucasian subjects, Pine (1983) concluded that there 
wereno differences between the groups (obesity, ethnicity, 
or gmder} in their response to Rotter's I-E Scale. 
Howe~r, Pine (1983) used adult, multitribal subjects whose 
aver~e age was 30 years old and had been living in urban 
area£ for an average of 25 years. Despite finding no 
diff~ences, Pine (1983) hypothesized that differences 
woulc have been found if the measure used (Rotter I-E 
Seal~ had differentiated between external control by 
chanG and by powerful others. 
Several studies have demonstrated that the factor 
stru~ures of locus of control measures are different for 
minority cultures. Powers and Rossman (1984) factor 
anal~ed the responses of Caucasian, Black, Hispanic, and 
Amerban Indian college students on the Multidimensional-
Mult httributional Causality Scale. The subjects were 
en ·o lled in a remedial reading class while attending a 
la ge, urban community college. Using principal factor 
an alyses with orthogonal rotations, they found that the 
fo,r ethnic groups were similar in their attributions of 
su ccess to external causes (Factor I) and of success to 
in iernal causes (Factor II). The factor structure of the 
grcups was different on the third factor, attributions of 
fa lure. 
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Trimble and Richardson (1982) factor analyzed the 
Ro {ter I-E Scale responses of 740 American Indians who were 
se lec ted from five sites. These subjects were selected to 
reflect a broad range of socioeconomic, political, and 
ge cgraphic characteristics, as well as the degree of 
cortac t they had with non-Indians. Using factor and 
c lt ste r analyses, they concluded that nine extracted 
fa der s substantiated the separation of personal control 
fron ideological control. This was an echo of the findings 
of 3urin et al. (1969) using Black subjects. 
However, the studies that conclude that minorities are 
mo~ external have used locus of control measures which 
ha~ a bipolar choice option (internal-external) and 
mea3ure general, global perceptions of control. The 
bi~lar choice option and the generality of the measures 
ha~ led researchers to question the results of these 
stuii es. For example, Trimble and Richardson's (1982) 
facor analyses yielded nine factors. They grouped these 
nine fac to rs into three dimensions: the control a person 
has in her/his o wn life (personal control), the control 
l h al pe o ple in general have ( ide o logical control), and 
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aspects o f discrimination (race ideology). This separation 
o f personal co ntr o l and ideological control was previously 
f ou nd i n a study us i n g B 1 a ck chi 1 d re n ( Gu r i n et a 1 . , 1 9 6 9 ) . 
Trimble and Ri c hardson (1982) suggested one reason that 
American Indian children score higher on the external locus 
o f con trol is that the internal-external measurement scales 
s ample many different social and personal domains, which 
i ncreases the generality of the instrument . As a result, 
t here may be different types of external control that are 
being measured. 
Based on the relationship of culture to locus of 
:::ontrol, Gurin et al. (1969) concluded that it was 
. mportant to distinguish between how much control one 
)e lieves most people in the culture possess (control 
deology) and how much control one believes he/she 
)er sonally possesses (personal control) . Highlighting the 
. nteraction of ethnicity and locus of control, Trimble and 
?ic hardson (1982) cautioned against conceptually equating 
nternality-externality in a Caucasian population to a 
ninority population: 
Because the meaning of the construct (ideological 
and personal control) may vary between groups, 
until the internal structure of responses are 
examined, cross-cultural equivalence is not 
established and comparisons may not be yet 
practical. (p. 236) 
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Summary 
The literature cited in this chapter has demonstrated 
that American Indian c hildren achieve academically at 
s u bstantially lower levels than their Caucasian peers. One 
reason suggested in the literature for this discrepancy is 
that the American Indian c ulture values an external locus 
o f c ontrol more than an internal locus of control and that 
an internal locus of control is positively correlated with 
academic achievement in American schools. 
It is expected that as American Indian children are 
ac cult u rated into the dominant Caucasian society, they 
~oul d become mo re internally motivated. However, research 
~as not been done to determine the degree to which that is 
~c curring or even whether Indian children who have a more 
i nternal locus of control have higher levels of academic 
ichievement than those with an external locus of control. 
Further research on locus of control has suggested 
~hat it is not simply an internal locus of control that is 
~elated to academic achievement but it is the perception of 
: ontrol that is the precursor to achievement; unknown 
; ontrol is negatively correlated to achievement. It has 
1ot been determined if the nonperception of locus of 
, ontrol is related to academic achievement in American 
'ndian children. If this could be determined, then 
iducation in perceiving loci of control may be able to 
,nhance the academic performance of American Indian 
44 
children. 
Objectives of this Study 
This study sought answers to three questions. First, 
to what extent is the factor structure of the MMCPC similar 
between Caucasian and American Indian (Oglala Lakota) 
children? If the conceptual framework presented in this 
chapter is co rrect, one would expect similarities based 
upon the a ccu lturation of the Oglala Lakota children. If 
this is the case, the MMCPC may be a viable assessment 
instrument for use with American Indian children. 
Second, to what extent do the MMCPC subtest scores of 
Caucasian and American Indian (Oglala Lakota) children 
differ from each other? The reviewed research suggests 
c hat American Indian children's scores would be different, 
e specially scores on the Powerful Others and Unknown 
sub test. Past research shows American Indian children to 
e more external in locus of control. Recent research 
3uggests that external locus of control is more clearly 
3xplained by separating it into Powerful Others and 
Jnknown. 
Third, to what extent is there a relationship between 
1MCPC subtest scores and Stanford Achievement test <SAT) 
; cores in American Indian (Oglala Lakota) children? Past 
~esearch suggests that there would be moderate, positive 
~orrelations between internal locus of control and SAT 
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s :o res, and moderate, negative correlations between unknown 
l ,cu s o f co ntrol and SAT scores. 
Dwe c k (19 86) suggested that the social-cognitive 
a pproach to motivation, with an emphasis on specific 
mediating processes, could generate interventions for 
school settings. It seems logical, then, that the 
med iating processes of locus of control and culture would 
be significant variables in developing such interventions. 
Therefore, a better understanding of how locus of control 
iE related to academic achievement among American Indians 
stould have a direct and significant impact on the 
2cucational system that teaches American Indian children. 
First, identification of the cu ltural variability of 
)erceived control can have a dire c t impact on the 
:urricu l u m that is used to instruct American Indian 
ch ildre n . For example, Erickson and Mohatt (1980) 1 in 
~heir work with the Canadian Odawa, constructed a school 
urricu lum that incorporated culturally accepted ways of 
di s co urse with the Western-European style of instruction. 
t rickson and Mohatt (1980) found that the Odawa children 
1ere functionally effective in a culturally prescribed role 
,s observers during conversation or discourse. They were 
,lso effective in using the cultural rule that conveys that 
:t is not acceptable to single out individuals for public 
1raise or reproval. Therefore, when the Odawa child was 
t ingled out by the Caucasian school teacher, he/she would 
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not resp o nd and the often reported phenomenon of the 
" s ilent Indian child" in the classroom occurred. Erickson 
a ~d Mo h a t t (1980) were able to integrate the cultural rules 
o: dis c o u rse into the classroom in a functional blend. The 
t ea c her was taught ways to incorporate the children's 
re sponse styles into the curriculum. 
Tharp and Gallimore (1988) incorporated Hawaiian and 
Navajo cultural concepts in designing independent-activity 
c enters within a research-and-development school program. 
They fo u nd that Hawaiian children were productive in groups 
of f o u r o r five students of mixed sex and ability while 
Nava j o c hildren worked better in groups of two or three 
stu d e nts of the same sex o n the same task. Tharp (1989) 
i dentified additional c ultural variables that can be 
i ntegrated into school curricula. The Laboratory of 
Comparative Human Cognition (1986) concluded: 
It is possible to create classroom activities 
that retain the school's goal of specific 
educational achievement and that simultaneously 
take advantage of various unique configurations 
of children's background (cultural) experience. 
(p . 1059) 
Second, academic achievement may improve if teachers 
are able to determine the loci of control (external, 
'.nternal, powerful others, unknown, personal, ideological, 
etc . ) which are predominantly used by their students and 
l hen help their students identify and understand these 
variables. Harter (1983) concluded: 
The extent to which a child feels that he/she 
knows or doesn't know the causes of academic 
outcomes is most directly related to academic 
achievement, objectively defined through test 
perf o rmance. (p . 279) 
Fo r example, teaching children to attribute failure to 
Eff o rt or strategy instead of ability increases the 
ch ildren's persistence on academic tasks with resulting 
impr o vement in academic performance (Fowler & Peterson, 
19 81; Re lich, 1983). In a similar manner, instruction in 
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mJtivation variables may increase the achievement levels of 
Aneri c an Indian c hildren. 
Third, illuminating motivational variables such as 
p?rceived locus of control may impact the development of a 
c1 i ld's self-concept. Dweck (1986) stated: 
Ways of appropr i ately incorporating issues of 
'self-c o ncept' into education have long been 
s ou ght. The social-cognitive approach, by 
identifying particular self-conceptions (e . g. 
c hildren's theories of intelligence) and by 
detailing their relationships to behavior, may 
well provide the means. (p. 1046) 
S _mi lar t o a child's theory of intelligence, self-
p er c eptions of who/what control behavior may have a direct 
inpact on a child's self-concept. 
Finally, delineation of cultural norms of perceptions 
o f perceived control will facilitate and illuminate the 
i dentification of adaptive and maladaptive patterns of 
ttinking and behaving within the culture. For example, 
ctildren's ability to respond to social rejection was 
predicted by their attributions of causes of social 
oLtcomes i n a study by Goetz and Dweck (1980). 
CHAPTER III 
METHOD 
Population and Sample 
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This study focused on American Indians in general, and 
a r accessible population of the Oglala Lakota in 
p~ticular. The following is a brief description of the 
O~:lala Lak o ta tribe. 
Historians believe that the Dakota, or Sioux, nation 
originated in the eastern United States (Powers, 1977; 
Vcyat, 1983). This nation is also referred to as the Seven 
Canpfires since it is composed of seven tribes. One of the 
Se,,en Campfires is the Teton Sioux, of which the Oglala are 
t~ largest tribe. There are three dialects which are 
Sp) ken by members of the Sioux nation: Lakota, Dakota, and 
Na<ota. These dialects are used at times to identify 
trbal affiliation although the great majority of the Sioux 
s~ak Lakota or Dakota. 
The Teton Sioux tribe, including the Oglala Lakota, 
mi ~rated from Minnesota to the North American Plains 
so1etime in the 16th century. The Oglala Lakota continued 
we;t, reaching the Black Hills of South Dakota in the late 
There they established themselves as the 
quntessential Plains Indians. They obtained horses from 
th, Arikaras and organized tribal life around the bison 
These migratory animals dictated the movements of 
t ~e tribe and provided fo o d, to ols, fuel, and medicines. 
The Oglala Lakota came in contact with the European 
cJ lture in the 1700s when French traders moved onto the 
Cm tr a 1 P 1 a ins. Contact with increasing numbers of 
c~u~ asians cu lminated i n the well-known and documented 
c )nflicts of the late 1800s. These "Indian Wars" 
49 
o~tensibly led the United States government to attempt to 
r~strict the Oglala Lakota to reservation life in the 1870s 
a1d to impose upon them an agricultural economy. However, 
t ie discovery of gold in the Black Hills of South Dakota, a 
s ,c red land for the Sioux nation, was a significant 
c antributing fa c tor to the desire to control the Oglala 
L1.kota. 
The Sioux people frequently left the designated 
r ~servation land as they came to comprehend the repeated 
t 1eaty violations by the growing numbers of non-Indians. 
Tle subjugation of the Sioux inexorably continued even 
tlough momentary periods of renaissance, such as Custer's 
d ifeat at the Little Big Horn and the messianic teachings 
o f Wovoka, a Paiute holy man, gave hope for a return to 
f<rmer glory. This hope for former glory and a return to 
ltadi ti onal 1 i fe ended in December, 1890, with the massacre 
o f Sioux men, women, and children at Wounded Knee Creek on 
t~ Pine Ridge Reservation, South Dakota. 
During the early 1900s, the United States government 
scught to "civilize" the Oglala Lakota children by removing 
50 
t hem from the reservation and placing them in government 
schools. Their hair was c ut and they were forbidden to 
s peak Lakota or practice ancient rituals. In 1917, at the 
)ehest of non-Indian ranchers, the Oglala Lakota were 
~estricted from using reservation land for cattle ranching. 
his left them to support themselves by trying to farm an 
1rea with little arable land. This area, the Pine Ridge 
~eservation, is the second largest reservation in the 
Jnited States. 
. akota people. 
This is home for the majority of the Oglala 
In the 1980 census, 12,582 American Indians identified 
~hemselves as members of the Oglala tribe (U.S. Bureau of 
Census, 1989) . 
~eservat ion. 
Of these, 11,867 live on the Pine Ridge 
Over 981/. consider themselves to be native to 
.he reservation. Seventy percent of the Sioux households 
on the reservation report earning less than $15,000.00 
innual income; 481/. report living below the poverty level. 
!early 3,000 children are enrolled in kindergarten through 
{he eighth grade. Of reservation residents 25 years or 
<lder, over 50¼ graduated from high school and 71/. are 
college graduates. 
The study described herein expanded upon narrative 
cata previously collected by McShane (personal 
communication, May 15, 1986). McShane asked school 
children attending Bureau of Indian Affairs <BIA) schools 
m the Pine Ridge Reservation, South Dakota, to write down 
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things that they worried about and reasons why go o d and bad 
things happened to them . They reported worrying about 
f amily me mber s or pets being killed or hurt, natural 
disasters, being ''co o l," familial substan c e abuse, a curse 
being placed o n them, and spirits/beings (such as the White 
Owl) which may influen c e them. They reported that the 
causes of good or bad events happening to them included : 
g oo d / bad behavior on their part, unknown causes, and 
s uperstition/powerful others. 
As a follow-up to McShane's exploratory study, a 
Se mple of subjects for this study was drawn from the 
accessible p o pulation of school children in the BIA Indian 
Agency School District, Pine Ridge, South Dak ot a. This 
pcpulation of children became accessible when the BIA 
Offic e of Indian Education Programs, Washington, D.C., the 
Pin e Rid ge Tribal Board of Education, and local school 
p er so nnel agreed to participate in the study. Offers to 
participate given to other school districts within the Pine 
Ridge Reservation and within other tribal (Navajo) 
ju r isdictions were declined. Consequently, 139 Oglala 
Lako ta children were drawn from the available population of 
s tu dents at Pine Ridge, South Dakota (Table 4) . While 
o th er tribes of the Sioux nation are represented on the 
Pi ~e Ridge Reservation, 93% of the population identify 
~ h?mselves as Oglala Lakota or Sioux. For this reason, the 
Am?rican Indian group in this study was identified as 
Table 4 
Subject Demographics 
Site 
Pine Ridge 
Wyoming 
Third Grade 
Male Female 
30 
12 
27 
10 
Oglala Lakota. 
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Fifth Grade Seventh Grade 
Male Female Male Female Total 
17 
10 
19 
10 
18 
10 
25 
10 
139 
62 
A comparison group of Caucasian children to the Oglala 
Lakota sample was available from Connell's (1985) study 
from which the MMCPC was constructed, standardized, and 
validated. Connell 's (1985) study involved over 1,300 
third through ninth grade students from California (Ventura 
Unified School District, Ventura, California), Colorado 
(Denver Public School System, Denver, Colorado), and New 
York (Penfield Central School District, Penfield, New 
York). These subjects were described as "middle and upper-
middle class populations.» There were approximately the 
same number of students equally distributed by sex at each 
grade level. The MMCPC was group administered in the 
children's classrooms with approximately 25 students in 
each. The construction, standardization, and validation 
procedures used by Connell (1985) were reviewed in the 
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p ·evious chapter. 
A second comparison group of subjects was drawn from 
t ie a cc essible population of school children in the Uinta 
Crunty School Districts #1 and #4, Wyoming. The Wyoming 
s :te was selected for comparison because it was 
grographically accessible to the author and reflected a 
r1ral, western United States, Caucasian culture similar to 
tr2 dominant culture within which the Oglala Lakota 
crildren find themselves. The selection of subjects in 
tns group was determined by school district personnel and 
t~ return of signed c onsent forms. From a population of 
aproximately 580 stud~nts in the Wyoming school districts, 
6 ; subjects returned signed consent forms. All of the 
s~dents in the Wyoming sample were Caucasian. 
Subjects for both the Oglala Lakota and Wyoming groups 
we· e selected from the third, fifth, and seventh grades of 
t~ir respective schools. The third grade was sampled 
b~ause it was the youngest grade upon which the instrument 
us ?d in the study, the MMCPC, was standardized. Since the 
dr ip out rate of American Indian students significantly 
in :reases during high school, the seventh grade was 
seected for sampling in order to avoid a self-selection 
th ·eat to validity. The fifth grade was selected as a 
mi ,point between the two previous groups. 
In the Oglala Lakota and Wyoming groups, consent to 
paticipate in the study was given by the children's 
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g1ardians/school personnel in such a way that intact school 
c asses were administered the MMCPC as a group. 
For these samples, the respective school 
s1perintendents identified schools within the district 
w ich would participate in the study. In all the schools 
stlected, English was the primary language for instruction. 
T,o classes were selected by the school principal from the 
ttird, fifth, and seventh grades at the Pine Ridge schools. 
Ore class from each of these grades was selected by the 
principals of the Wyoming schools. 
Consent for each student's participation in the study 
Wes obtained from the guardian of each student and/or from 
tte school district o fficials/personnel. Additional 
censent was obtained from the BIA Office of Indian 
Ecucation Programs, Washington, D.C., and the Pine Ridge 
Tribal Board of Education. Data collection from the Oglala 
1•ota and Wyoming groups occurred during the last month of 
th? school year. 
Instrumentation 
As noted in Chapter II, a number of locus of control 
m~sures have been constructed for children (Strickland, 
1939). The Multidimensional Measure of Children's 
Pe ~ceptions of Control (MMCPC) (Connell, 1980, 1985) is an 
iocegration of previous researchers' insight into the 
mu_tidimensional nature of locus of control (Appendix A). 
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~ e MMCPC in c l u de s the f o ll o wing unique characteristics: 
1. The s c ale allows subje c ts to indicate that more 
~~a n on e so u r c e of control is responsible for the same 
e 1ent, i.e., instead o f for c ing children to choose between 
s )u r c es of contr o l ov er the same event, separate items are 
i 1c l u ded which tap the relat i ve contributions of each 
S) urce of c o ntrol. 
2. Three sour c es of control are assessed separately: 
I1t e rnal ( I am responsible for this event), Powerful Others 
(other people are responsible for this event), and Unknown 
<: d o n't kn o w why this event o ccurred). 
3 . Four co mpeten c y domains are included in the scale: 
( .) Cognitive (s c h oo l-related acti v ities), (b) Social 
<i eer-related activit i es), ( c ) Physical (sp o rts-related 
a c.t iv ities ) , and (d) General (general life activities). 
4. Per c eptions of control over Success outcomes and 
F i ilure outcomes are assessed separately within each source 
o f co ntrol and within each competency domain . 
5. The measure co nsists o f 48 items. Each item is a 
statement to whi c h the subject is asked t o c ircle o ne of 
f cur responses: very true, s o rt of true, not very true, or 
n et at all true. Each it e m is scored on a four-point 
s ca 1 e : v ery true = 4 , sort of true = 3 , not v er y \:. r 11 e = 2 , 
arc! not at all true = 1. The it.ems i n e a c h s u btest are 
grouped together by co nt.P r: t. . 
With t hR~e i n ,ov atio ns it is possible to obtain a 
-- -, sure ~,f a c hild's perceptions of Source of Control 
1 Tn l:ernal, Po werful Others, Unknown; 16 items in each 
Sourc e) by Outcome (Success and Failure; 8 items each in 
ea ch Sou rce), and by Competency (Cognitive, Social, 
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Ph ysic al, General; 12 items in each domain). Sample items 
repres ent i ng each source of control and each situational 
fa ctor are presented in Table 5. 
Connell (1985) measured the internal consistency of 
th e MMCPC by using coefficient alpha as the index of 
reliability. The reliability of the 12 subscales (four 
dom ai ns [Cognitive, Social, Physical, General] within each 
so u rc e o f control [Internal Powerful Others, Unknown]) 
ranged from . 43 to . 70. Nine of the 12 four-item subscales 
wer e greater than .60. Test-retest data collected at 9-
mon t h and 17-month intervals results in r = .30 tor= .50. 
Als o , split-half forms of the measure resulted in 
cor ~elations ranging from .60 to .78. Evidence for the 
con5truct validity of the MMCPC was reviewed in the 
pre vi ous chapter. 
Data Collection 
Once the Pine Ridge subjects were selected, the author 
met with each class and administered the MMCPC to each 
gro up of students by grade level. In the Wyoming sample 
the classroom teachers administered the questionnaire to 
the students as a group by grade level. In this case, the 
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Table 5 
MMCPC Sample Items 
Source of Control 
Internal: 
Powerful 
Others: 
Unknown: 
When I get a good grade in school, it's usually 
because I worked hard. 
When I do well in school, it's usually because 
the teacher likes me. 
When I do well in school, I usually can't 
figure out why I did well. 
Competency Domain 
Cognitive: 
Social: 
Physi c al: 
General: 
Outcomes 
Success: 
Failure: 
When I do well in school, it's usually because 
I've worked hard on my school assignments. 
If somebody likes me, it's usually because of 
the way I treat them. 
I can be good at any sport if I work on it hard 
enough. 
I can pretty much decide what will happen in my 
life. 
When something good happens to me, it's usually 
because I made it happen. 
When something bad happens to me, it's usually 
my own fault. 
teachers were trained in the administration procedure prior 
to giving the MMCPC. All subjects identified their gender 
and grade level on the MMCPC protocol and then completed 
the questionnaire. When they were finished, each subject 
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pl aced the questionnaire in an individual envelope and 
s ~aled it. Each subject then wrote his/her name and the 
n ~me of the teacher on the envelope. 
c >llected by the author. 
These envelopes were 
School personnel then retrieved from school records 
t1e most recent Stanford Achievement Test <SAT) score for 
each subject in the Oglala Lakota group. These were 
r 9p o rted to the author, who recorded each child's SAT 
s cores on his/her corresponding questionnaire. At this 
p oint, all identification of the subject by name was 
dfslroyed by the author. 
The questionnaire · responses were then transferred to 
c omputer files for statistical analyses. Thirty-six cases 
WEre randomly sele c ted and checked for accurate scoring of 
tie MMCPC. No scoring or data recording errors were found. 
Statistical Analyses 
The reliability of the Oglala Lakota group responses 
l e the MMCPC was measured using Cronbach's alpha and split-
half statistical procedures. 
The extent to which the responses of the Oglala Lakota 
subjects reveal the same factor structure on the MMCPC as 
Caucasian subjects was determined through multiple factor 
aralyses following the procedures used by Connell (1985) in 
hi s development of the MMCPC. Because of the complicated 
s1~ scale structure of the MMCPC and research that 
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d~monstrates children's self-perceptions are domain 
s)ecific <Harter, 1982), Connell (1985) conducted separate 
f3 c tor analyses on the items within each Competency domain 
Cognitive, Social, Physical, General). It was predicted 
t1at the strongest coherence would be between items that 
s1are both the same source of control (Internal, Powerful 
O~hers, or Unknown) and the same outcome (Success or 
Failure). Factor pattern analyses using an oblique 
<?romax) rotation for each of the four domains were 
c onducted. The results of Connell 's (1985) analyses are 
l ocated in Tables 1 through 3. 
This same procedure was used in analyzing the MMCPC 
S(ores of the Og 1 a 1 a Lakota and Wyoming samp 1 es. In 
acdition, a principal components analysis was conducted to 
dEtermine if such a procedure produced a more interpretable 
f sctor structure. Using the subjects' MMCPC scores as the 
dEpendent variable, the data were analyzed with SPSS/PC+ 
4 .0 statistical programs. 
The extent to which the Oglala Lakota and Caucasian 
trird, fifth, and seventh grade students differ in their 
Mf"CPC Sources of Control subtest scores was measured by 
usng t-test statistical comparisons of the means of the 
O~ala Lakota and Wyoming groups. The level of 
significance for alpha was set at .05. 
Lastly, the extent of the relationship between the 
Ogl ala Lakota children's MMCPC Source of Control subtest 
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sco res and their S AT scores was determined by usin g Pearson 
Product-Moment correlation c al cu lations. 
CHAPTER IV 
RESULTS 
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The results o f the statistical analyses for each of 
the three questions in this study will be described in 
sequence. Fir st , the results o f the factor analyses of the 
MMCPC wi ll be rep orted , then t he MMCPC score differences 
bet wee n the Oglala Lakota and Caucasian groups, and 
fina lly, the correlations between the MMCPC and SAT scores 
for the Oglala Lakota group. 
The interna l cons i stency (alpha) of the MMCPC 
re spo nse s f or the co mbined groups was .94. The alpha 
reliability for the Pine Ridge group alone was .94. Split-
half reliabilities for the total and Pine Ridge groups 
were, respectively, .9 1 and .92. 
Fa c tor S tructure of the MMCPC 
The first question of this study was lo delerrnine lhe 
extent to which the factor str uc ture of the MMCPC is 
similar between Oglala Lakota and Caucasian children. The 
fa c tor loadings which resulted from the multiple factor 
analyses are tabulated in Tables 6 through 10. 
The tables are constructed to correspond to the 
separate competency domains, sources of control subtests, 
and individual test items of the MMCPC. There is one table 
for each competency domain. The horizontal axes of the 
tables are divided into those factors that were extracted 
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during the analyses. The vertical axes of the tables are 
divided into the source of control subtests (Unknown, 
Po werful Others, and Internal) and those test items within 
each source of control. The test items are identified as 
the variable numbers (e.g., v7) that were used in the 
extraction process. Each variable is identified as to 
whether it assesses success (sl or failure (fl outcomes. 
The tabulated numbers in each table are the factor 
loadings of the individual MMCPC test items. For clarity 
of interpretation, only factor loadings which exceeded .20 
are tabulated. 
MMCPC Factor Structure, 
Cognitive Domain 
The results of the factor analysis of the Cognitive 
domain items (Table 6) reveal that for the Connell group, 
three factors are necessary to account for the correlations 
among the test items. These three factors correspond to 
the three source of control sublesls of the MMCPC (Unknown, 
Powerful Others, and Internal). This factor structure is 
also found in the Wyoming sample, except that two of the 
items extracted for the first factor (PO: v5, v99) have 
double loadings on the second factor. Furthermore, one of 
the items (Int: vl) that was expected to load on the third 
factor loads on the first extracted factor instead. For 
the Oglala Lakota group, the first factor is composed of 
the combined MMCPC Unknown and Powerful Others subtests 
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T:1.b 1 e 6 
F1ctor Pattern of the MMCPC Cognitive Domain Items for the 
C)nnell (1985), Oglala Lakota, and Wyoming Groups 
Source 
o :' 
Control Fa cto r 1 Factor 2 Fact o r 3 
U1k s\f C OL w C OL w C OL w 
v ~ s .62 .58 .35 
v~5 s .78 .67 .44 
v 1 5 f .70 .46 .69 (. 22) 
v 59 f . 7 1 .47 .68 
Po 
v~ s . 51 .60 .45 <. 32 l 
v <9 
.s . 44 . 51 . .69 (. 50 l 
vLt f .3 6 . 78 .77 
v(4 f .46 .74 .7.3 
I rt. 
V ] s . 13 . 68 .49 
v :0 4 s .68 .54 .32 
¥( 7 f .86 . 61 .83 
v E8 f .82 . 6 1 .48 
Nct.e. C = Connell group; OL = Oglala Lakota/Pine Ridge 
group; w = Wyoming group; Unk = MMCPC Unknown items; PO = 
Mt-CPC Powerful Other items; Int = MMCPC Internal items; 
s/ f = Success/Failure outcome items 
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items. The second factor includes the Internal/Successful 
Outcome items, and the third factor is composed of the 
Internal/Failure Outcome items. Further factor analyses 
(principal components, orthogonal and oblique rotations) 
with the Oglala Lakota sample did not reveal any other 
factor structure that was more interpretable than the 
structure found by Connell (1985). 
MMCPC factor Structure, 
Social Domain 
CJnnell 's factor analyses of the Social domain (Table 
7) indicated three factors with each source of control 
(Unkno~n, Powerful Others, and Internal) defining a 
separa : e factor. For the Wyoming sample, the factor 
struct ure was slightly different. The first factor 
extrac:ed in this sample was composed of the MMCPC Internal 
source of control items. One of these items (Int: v65) was 
double loaded on the third factor. The second extracted 
factor for the Wyoming sample was composed of three of the 
MMCPC Powerful Others items. The fourth item in this 
subtest (PO: v15) double loaded on the first and third 
extrac t ed factors. Finally, the last factor was defined by 
two of the Unknown source of control items (Unk: v19,v86), 
and one each of the Powerful Others (v15) and Internal 
(v65) items. For the Oglala Lakota group, the first and 
second factors were defined, respectively, by the MMCPC 
Powerful Others and Internal items. The third factor was 
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Table 7 
Factor Pattern of the MMCPC Social Domain Items for the 
Connell (1985), Oglala Lakota, and Wyoming Groups 
Source 
of 
Control 
Unk s\f 
v36 
v69 
v19 
v86 
PO 
s 
s 
f 
f 
v32 s 
v74 s 
vl5 f 
v90 f 
Int 
v40 s 
v65 s 
v50 f 
v55 f 
Factor 1 
C 
.66 
.66 
. 58 
.36 
C. 2 5 > 
OL 
.42 
<. 20) 
. 75 
.42 
(. 2 6 > 
<. 22) 
w 
.63 
.68 
.39 
.36 
Factor 2 
C 
.82 
. 85 
. 4 7 
.62 
(-.28) 
(-.33) 
OL 
• 52 
.74 
.44 
• 41 
w 
.85 
.69 
.34 
C 
Factor 3 
OL 
.36 
<. 20 > 
<. 20) 
w 
.30 
.72 
.77 ,45 -.44 
. 84 
. 58 
.43 
.63 
.49 
.56 
<. 36 > 
-.58 
-.51 
Note. C = Connell group; OL = Oglala Lakota/Pine Ridge 
group; W = Wyoming group; Unk = MMCPC Unknown items; PO= 
MMC PC Powerfu 1 Other i terns; Int = MMC PC Internal i terns; 
s/f = Success/Failure outcome items 
c omposed of the Unknown items and two other items (v32, 
v55l which were doubled loaded on the other factors. In 
the Social domain, as in the Cognitive domain, additional 
fa c tor analyses (principal components, orthogonal and 
ob ique rotations) did not result in a more interpretable 
fa c tor structure for the Oglala Lakota group. 
MMCPC Factor Structure, 
Physical Domain 
The Physical domain presented a more complicated 
pi c ture (Table 8). Connell 's (1985) analyses suggested 
four factors which correspond to the MMCPC subtest items: 
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Unknown, Powerful Others, Internal/Successful Outcomes, and 
Internal/Failure Outcomes. For the Wyoming sample, the 
factor structure is less clear. The first extracted factor 
includes three Internal items and double loadings on the 
r e maining two sources of control ( PO: v93; Unk: v53) . The 
second factor is composed of two of the Unknown items (v52, 
v53) and double loadings on the other subtests (PO: v12, 
v47; Int: v88). The fourth factor includes three of the 
Unknown items (v3, v102) and double loadings on the other 
subtests (PO: v93, v47; Int: v7, v88). The third factor is 
defined by all of the Powerful Others items. For the 
Oglala Lakota group, the first and second factors are 
defined, respectively, by the Unknown and Powerful Others 
sources of control. The remaining two factor items are 
uninterpretable. Additional factor analyses (principal 
Table 8 
Factor Pattern of the MMCPC Physical Domain Items for the 
Co nnell (1985), Oglala Lakota, and Wyoming Groups 
Source 
of 
Control Factor 1 
Unk s\f C OL 
v3 s 
v102 s 
v52 f 
v53 f 
PO 
vl2 s 
v93 s 
v47 f 
v57 f 
Int 
-;f s 
v97 s 
vi 7 f 
v88 f 
. 43 -. 41 
.60 -.81 
.83 (-.45) 
.84 -.37 
(-. 21 l 
w 
.88 
.58 
(.36) 
(- ,27) 
-. 21 
(-. 23) 
f aclor 2 
C OL W 
(.29) (-. 23) 
. 38 . 50 . 37 
.58 .30 .62 
.88 .47 .55 
. 87 . 70 . 57 
. 44 
factor 3 
C OL W 
. 74 
.68 
.66 
(.39) 
(-.26) 
(.41) 
. 74 (.31) 
. 84 . 41 
.34 (.24) 
f aclor 4 
C OL W 
• 76 .59 
(.33) 
. 75 . 77 
. 85 . 57 
Nole. C = Connell group; OL = Oglala Lakota/Pine Ridge 
group; W = Wyoming group; Unk = MMCPC Unknown items; PO= 
MMC PC Powerf u 1 Other i terns; Int = MMC PC Internal i terns; 
s/f = Success/Failure outcome items. 
components, oblique rotation) reveal that a three factor 
extraction produces a more interpretable solution to the 
Oglala Lakota group (Table 9). Here, the first factor is 
defined by the MMCPC Unknown items. The second factor is 
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defined by the Powerful Others and Internal/Failure items~ 
The third factor is defined by the Internal/Failure items. 
Table 9 
factor Pattern of the MMCPC Physical Domain Items for the 
Oglala Lakota Group, Principal Components Extraction 
Source 
of 
Control 
Unk s\f 
v3 s 
v102 s 
v52 f 
v53 f 
PO 
v12 s 
v93 s 
v47 f 
v57 f 
Int 
v7 s 
v97 s 
v 17 f 
v88 f 
Factor 1 
.65 
.82 
.76 
.58 
<. 23) 
Factor 2 
(-. 23) 
-.69 
- . 39 
-.63 
-.72 
-.59 
-.38 
Factor 3 
(. 27) 
<. 23 l 
.78 
. 76 
<. 2 7 l 
Note. MMCPC Unknown items; PO= MMCPC Powerful Other 
items; Int= MMCPC Internal items; s/f = Success/Failure 
outcome i terns. 
MMCPC Factor Structure, 
General Domain 
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In the Gener a 1 do ma i n ( Tab 1 e 1 0 ) , Conn e 1 1 ( 1 9 8 5 ) found 
five factors: Unknown, Powerful Others/Success, Powerful 
Others/Failure, Internal /Su ccess, and Internal/Failure. 
The Wyoming group factor structure is similar (except for · 
double loadings on some items) to the Connell group. The 
Oglala Lakota group factor structure is similar only on the 
Table 10 
Factor Pattern of the MMCPC General Domain Items for the 
Connell (1985), Oglala Lakota, and Wyoming Groups 
Source 
o{ 
Conlrol Factor 1 Factor 2 Factor 3 faclor 4 Factor 5 
Unk s\f C OL w C OL w C OL w C OL w C OL 
v30 s .68 -.64 . 74 (. 22) 1.42) 
v76 s . 72 -.36 (. 49) (.25) 
v80 f .68 • 72 (-.28) 
.22 
v26 f .70 -.69 
PO 
v38 s 
.89 . 74 .83 (.24) 
v67 s 
.88 .54 . 77 (-. 41) 
v21 f (. 48) .87 .51 
. 47 
v84 f 
.83 .67 
.35 
Iol 
~ s (-. 21 l .85 .89 -.90 
v7t s 
.56 .86 -.88 
69 
w 
.59 
.68 
v43 f (-.43) 
. 81 .66 . 77 
v61 f (.21) 
.62 . 81 .63 
Note. C = Connell group; OL = Oglala Lakota/Pine Ridge 
group; w = Wyoming group; Unk = MMCPC Unknown items; PO = 
MMCPC Powerful Other i terns; Int = MMCPC Internal items; 
s/f = Success/Failure outcome items. 
Unknown, Powerful Others/Success, and Internal/Failure 
items . Additional factor analyses (principal components, 
orthogonal and oblique rotations) did not produce a more 
interpretable factor structure. 
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MMCPC Score Differences 
Between Groups 
The second question this study sought to answer was to 
determine the extent to which the MMCPC subtest scores of 
Oglala Lakota and Caucasian children differ from each other 
(Table 11). At test revealed that there was no 
significant difference between the scores of the Oglala 
Lakota children and the Wyoming group on the MMCPC Internal 
Source of Control subtest (t=-1.45, df=152, ~=. 148). 
However, there was a significant difference between the 
scores of the two groups on the MMCPC Powerful Others 
subtest (t=4.40, df=143, ~=.000) and on the MMCPC Unknown 
Source of Control subtest (t=5.02, df=130, ~=.000). The 
difference between the groups was in the direction of the 
Table 11 
Comparison of Oglala Lakota and Wyoming Group Responses on 
the MMCPC Sources of Control Subtests 
Means 
Subtest OL WY 
SD 
OL WY 
Internal 3.17 3.25 .45 .31 
Powerful Others 2.51 2.22 .51 .39 
Unknown 2.67 2.30 .53 .44 
t 
-1.45 
4.40 
5.02 
2-Tail 
df Prob. 
152 
143 
130 
.148 
.000 
.000 
Note. OL = Oglala Lakota group; WY= Wyoming group. 
Oglala Lakota c hildren more frequently reporting the 
per c eption that Powerful Others and Unknown Sources were 
likely to be the c ause of life events. 
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Post-hoc t tests between the Oglala Lakota and Wyoming 
groups on those fa c t o rs which were extracted from the 
fa c t o r analyses c ond uc ted for this study showed significant 
d i ff e ren c es (Table 12). In the Cognitive domain, 
signifi c ant differences were found on the unknown/powerful 
others and internal control for successful outcome factors. 
There was not a difference between the groups on the 
internal control for failure outcomes factor. 
The c omparison of the groups on the Social domain 
i te ms p roduc ed i n teres t ing res u lts . The powerful others 
factor was the o nly factor on whi c h there was a difference 
between groups. There was no difference between groups on 
the unknown and internal factors. 
In the Physical domain, the differences between groups 
were signifi c ant for all three factors (unknown, internal 
c o ntrol for success, and powerful others). The General 
domain was not included in this post-hoc analysis because 
the factor analyses did not produce a clear, interpretable 
factor structure. 
Correlations of MMCPC and SAT Scores 
The third question this study sought to answer was the 
extent to which there _is a ' relationship between the MMCPC 
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Tab le 12 
Comparison of Oglala Lakota and Wyoming Group Responses on 
the Factors Derived from the Factor Analyses of This Study 
Means 
Subtest OL WY 
Cognitive Domain 
Unk / PO 2.49 2.02 
Int / Succ 3.62 3.89 
Int / Fail 3.20 3.39 
Social Domain 
PO 2. 15 1. 7 3 
Int 2.98 3. 11 
Unk 2.68 2.58 
Physi c al Domain 
Unk 2 .63 2.00 
In t /S u c c 3.58 3.77 
PO 2 .86 2. 54 
SD 
OL WY 
. 62 .44 
. 61 .24 
.80 .60 
.72 .50 
.65 .35 
.77 .70 
.73 . 61 
. 6 1 .36 
. 60 .5 5 
t 
6. 13 
-4.36 
-1. 84 
4.83 
- 1. 85 
.94 
6 . 3 5 
-2 . 77 
3.64 
2-Tail 
df Prob. 
163 .000 
196 .000 
150 .068 
164 . 000 
189 .065 
128 .351 
138 . 000 
184 . 0 06 
118 . 0 00 
Note. Unk = Unkn o wn; PO = Powerful Other s; I n t = Internal; 
Succ = Suc ce s sful outco mes; Fail = Failure outcomes. 
Sou~c e o f Cont ro l subtest scores and the SAT scores of 
Oglala Lakota children (Table 13). The Internal-SAT 
co rr e lations are low for all subtests, ranging from r=-.23 
t o r=-.30. However, the Unknown-SAT correlations and the 
Powerful Others-SAT correlations for the Oglala Lakota 
group are moderate, ranging from r=-.43 to r=-.59. For the 
Trib le 13 
Corre lati o ns of MMCPC Source of Control Scores and SAT 
Sco res of the Oglala Lakota and Connell (1 985 ) Groups 
Sourc e of 
of Contro l 
Internal 
Powerful Others 
Unknown 
Reading 
-.43** 
-.47** 
SAT Scores 
language Math Total 
OL C 
-.31** 
-.47** 
-.51** 
7 3 
Note. OL = Oglala Lakota group; C = Connell (1985) group. 
* = p_ < .01. 
** = p_ < . 001. 
Cau c asian group in Connell 's (1985) study, the correlations 
between the Powe r ful Others and Unknown scores with the 
Total SAT s co res are only half as large as the same 
correlations in the Oglala Lakota group. 
The structure of the MMCPC allowed for further post-
hoc clarification of the relationship between locus of 
control and academic achievement. The Cognitive domain, or 
those test items which assess perception of locus of 
control for success or failure in school-related 
activities, would theoretically be related to academic 
achievement (SAT scores). The correlation between the SAT 
Total Scores and the MMCPC Internal Control (Cognitive 
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do main) scores of the Oglala Lakota group was r=-.36 
( e_= . 0 0 0 ) ( Tab 1 e 1 4 ) . The correlation between the SAT Total 
Sc ores and the MMCPC Powerful Others (Cognitive domain) 
s c ores was r=-.35 (e_=.000). The correlation between the 
SAT Total Scores and the MMCPC Unknown (Cognitive domain) 
s c ores was r=-.53 (e_=.000). The remaining correlations for 
the SAT subtests are listed in Table 14. 
Correlations between the Oglala Lakota subjects' 
scores on the factors which were extracted from the 
Cognitive domain factor analyses and their SAT scores were 
calculated post-hoc (Table 15). Significant (e_<.001) 
negative correlations were found between the variables. 
The highest correlations, ranging from r=-.53 to r=-.62, 
were found between the SAT scores and Factor One 
Table 14 
Correlations of MMCPC Cognitive Domain Subtest and SAT 
Scores of the Oglala Lakota Group 
MMCPC Subtest/ 
Cognitive Domain 
Internal 
Powerful Others 
Unknown 
SAT Scores 
Reading Language Math Total 
-.30 -.34 -.35 -.36 
-.32 -.33 -.37 -.35 
-.49 -.46 -.53 -.53 
Note. All correlations have a significance of ~=.000. 
Table 15 
Correlations of Factor Scores (Cognitive Domain) and SAT 
Scores of the Oglala Lakota Group 
SAT Scores 
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Cognitive Domain/ 
Factor Reading Language Math Total 
Unknown/Powerful Others 
Internal, Success 
Internal, Failure 
* = E_<.001. 
(unknown/powerful others). 
-.08 - . 11 -.19 -.11 
The smallest correlations, 
ranging from r=-.32 to r=-.40, were found between the SAT 
scores and the internal factor (Table 15). 
CHAPTER V 
DISCUSSION Of RESULTS 
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The d i scussion of the results of the statistical 
analyses for each question in this study will be answered 
in sequence. first, the factor analyses of the MMCPC will 
be discussed, then the MMCPC substest score differences 
between the Oglala Lakota and Caucasian groups, and 
finally, the correlations between the MMCPC and SAT scores 
for the Oglala Lakota group. 
will then be addressed. 
The limitations of the study 
factor Structure of the MMCPC 
To answer the first question of this study, to what 
extent is the factor structure of the MMCPC similar for 
Oglala Lakota and Caucasian children, the factor structure 
of each MMCPC domain will be addressed individually. 
Cognitive Domain 
Similar to Connell 's (1985) results, three factors 
vere extracted from the Cognitive domain for the Wyoming 
and Oglala Lakota samples. In the Wyoming sample, the 
items that loaded on each factor were the same as those 
items in the Connell study, excepting one (v. 1). Since 
the items correlated in such a way that the same factors 
were defined as in the Connell group, it is concluded that 
the factor structures for the Connell and Wyoming samples 
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are the same. For the Oglala Lakota sample, the Unknown 
an d Powerful Others items correlated and loaded together on 
one fa ctor . The remaining items showed coherence that 
suggested two other factors: (al internal control for 
successful outcomes, and (bl internal control for failure 
outcomes. The combining of the Unknown and Powerful Others 
items suggests a Oglala Lakota factor which could be 
interpreted as an external locus of control factor. It 
appears that in the MMCPC Cognitive domain, Oglala Lakota 
c hildren make a distinction in perception of locus of 
control based upon external and internal (success or 
failure of the outcome) sources. 
Social Domain 
Again, as with Connell 's (1985l results, the most 
interpretable factor structure for the Social domain 
occurred with three factors. The item coherence of the 
Oglala Lakota sample produced the same factor structure as 
the Connell group with the exception of one item (v. 69) 
that double loaded on two factors. The factor structure of 
the Wyoming sample is less similar. All three samples have 
item loadings which clearly define an internal locus of 
control, including the Wyoming sample. However, three of 
the four Powerful Others items load together for the 
Wyoming sample's second factor, and two of the four Unknown 
items load together for the third factor. 
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Physical Domain 
The structure of the powerful others and internal 
c o ntrol for success factors is the same for the Connell and 
Wyoming samples in this domain. The Wyoming group is less 
similar to the Connell sample on the unknown and internal 
control for failure factors; two of the Unknown items 
correlate with one Internal/Success item on the unknown 
fact o r and one of the Internal/Success items correlates 
with two Unknown items on the fourth factor. The structure 
of the unknown and powerful others factors is similar for 
the Connell and Oglala Lakota samples. However, when using 
Connell 's (1985) procedures with the Oglala Lakota sample, 
the remaining two factors are not clearly interpretable. A 
post-hoc, three factor, principal components extraction 
analysis essentially collapsed two of the four previous 
factors into a single factor: internal control for success 
factor. 
General Domain 
In the Wyoming sample, the first factor extracted is 
similar to Connell 's (1985) powerful others control for 
success factor, the second extracted factor is similar to 
Connell 's unknown, the third extracted factor is similar to 
Connell 's internal control for success, and the fourth 
extracted factor is similar to Connell 's powerful others 
control for failure. The remaining factor is composed of 
items which appear to have no conceptual relationship. For 
the )glala Lakota sample, the structure of the unknown, 
powe · ful others control for success, and internal control 
for 5uccess factors were similar to the Connell sample. 
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The roherence of failure outcome items across sources of 
cont · ol suggests a fourth, general failure outcome, factor. 
The f ifth factor had only one item from the 
Inte nal /Success subtest. Additional factor analyses did 
not 1eveal a more interpretable factor structure. Connell 
(198~) acknowledged that the factor structure of the 
General domain is problematic when he concluded that "it is 
not jet clear how children interpret the general 
perceptions on control · items" (p. 1039). 
In summary, using the procedures followed by Connell 
(1985) in the development of the MMCPC, the factor 
structure of the MMCPC responses of the Wyoming sample was 
rough l y similar lo Connell 's factor structure across 
domai ~s (Cognitive, Social, Physical, and General). 
Howev?r, as the number of factors increased (Physical and 
Gener~l domains), the factor structure became more 
dissinilar. The most likely explanation for this is a 
combi1ation of the small number of subjects in the Wyoming 
sampl~ and the small number of test items within each 
domai1 and source of control. First, the small size of the 
Wyomi1g sample does not lend itself to rigorous factor 
analy5es. Second, as the number of extracted factors 
incre,ses, the items within each factor decreases and 
finding coherence among items becomes difficult as items 
double loarl on different factors. 
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The factor structure of the Oglala Lakota responses is 
generally similar to the Connell sample with some 
interesting variations. In the Cognitive domain, the 
Unknown and Powerful Others items are combined together 
into a single factor which could be interpreted to 
represent an external locus of control. Oglala Lakota 
children report that they either do not know or that a 
powerful other is the causal force. Thus, the locus of 
control in academic/cognitive tasks is either external or 
internal. This supports the conceptualization of 
perception of locus of control as an external-internal 
dimension. However, the Cognitive domain was the only 
domain which had this bipolar dimension. In the remaining 
domains, unknown and powerful others locus of control 
factors are distinct from each other. This is exemplified 
in the Social domain where three factor structures 
(unknown, powerful others, internal) are clearly defined 
for each sample. This multidimensional feature of locus of 
control is replicated in the remaining domains. The 
general conclusion would be that perception of locus of 
control is modified by that particular domain, or life 
experience area, which is the frame of reference of the 
subject. In the Cognitive domain, Oglala Lakota children 
perceive a unidimensional locus of control, external-
internal. In the other domains, they perceive a 
multidimensional locus of control. 
It is interesting that the factor structure of the 
So ci al domain items was so similar across samples and 
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cultu res. It was conjectured that the Oglala Lakota would 
be dissimilar, particularly in a social life area, from the 
Caucasian samples because of the cultural differences. 
Calculating the scores on the extracted factors and using t 
tests to comparing the Oglala Lakota and Wyoming groups 
also resulted in no differences between the groups except 
~n the powerful others factor . Oglala Lakota and Caucasian 
c hildren are similar in reporting that they either do not 
<no w or that they are the causal force in social 
i nteractions. Oglala Lakota children are different from 
; aucasian children in that they more frequently perceive a 
~o werful other as the locus of control in social 
5ituations. The process of acculturation previously 
~e viewed would logically explain this difference. Oglala 
~akota children are similar to the dominant culture in some 
fimensions of locus of control and are dissimilar in 
ot hers. 
Even with the dissimilar factor structure that was 
"ound between the Oglala Lakota and Caucasian children, the 
common structure recommends that the MMCPC be examined 
~urther as a viable measurement instrument of perception of 
locus of control. further study may clarify the pan-
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c u l tural characteristics of locus of control as well as its 
c, ,1t.ural specifi c ity. 
MMCPC Score Differences Between Groups 
The second question of this study, whether there are 
differences between Oglala Lakota and Caucasian children on 
the MMCPC subtests, is answered in the negative for the 
Internal Source of Control subtest (Table 8). At test 
between the scores of the two groups reveals no significant 
differences in their responses to the MMCPC Internal Source 
of Control items. This suggests that Oglala Lakota and 
Cau c asian children are alike in their attributions of the 
c aus e for life events to an internal locus of control. 
Su c h a con c lusion appears to contradict much of the 
research reviewed in this study. However, it must be 
remembered that the MMCPC is different from other locus of 
control measures in that the child is not confined to 
choosing either an internal or external source. It allows 
for the child to identify multiple sources of control. 
The interpretation as to why there is no difference 
between the groups on the MMCPC Internal Source of Control 
is assisted by examining the data from the factor analyses 
that were conducted. When the scores of the groups on 
those factors extracted from the factor analyses were 
compared, there were significant differences between factor 
scores, including Cognitive internal/success and Physical 
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inter nal / s ucce ss <Table 9). Why, then, is there no 
di ff e ren ce between the groups on the MMCPC Internal Source 
of Contr o l, yet there is a difference between the groups on 
the extracted factors which measure internal locus of 
contro l? This question may be answered by recalling the 
proce ss o f acculturation. 
Accu lturation occurs when different cultures come into 
conti nuous contact, with a resultant change in the cultural 
patterns of one or both of the groups (Redfield et al. 
1936; Social Science Research Council, 1954). It is 
plausible that through acculturation Oglala Lakota children 
have assimilated an internal source of control that is 
defined in Caucasian terms. This would correspond to the 
MMCPC Internal Source of Control that was developed on a 
population of children that were largely Caucasian . 
Therefore, the responses of the acculturated Oglala Lakota 
c hildren would be the same as the Caucasian children. 
However, the domain /o utcome-specific internal source of 
co ntrol factors that were extracted may contain unique 
cu ltural structure for the Oglala Lakota children. 
Concurrent. with the Caucasian cultural definition of an 
internal source of control, Oglala Lakota children may 
retain their own structure of a culturally defined internal 
source of control. Regler, Cortes, and Malgady (1991) 
asserted that it is erroneous to assume that 
... increments of involvement in the American host 
society culture necessarily entail corresponding 
decrements of disengagement from the immigrant's 
traditional culture. (p. 587) 
In o thers words, it is quite plausible that acculturated 
Oglala Lakota children would respond in a "Caucasian" 
84 
manner and also in a "Sioux" manner in regard to a measure 
of internal locus of control. Indeed, such differential 
responding has led to research on tests of acculturation 
(Regler et al., 1991). Although the MMCPC may be a viable 
assessment instrument for Oglala Lakota children, 
recognition of and explication of the unique cultural 
features of the Internal Source of Control ("Caucasian" and 
"Sioux") are needed. 
Whether there are differences between Caucasian and 
American Indian children for the MMCPC Powerful Others and 
Unknown Sources of Control subtests scores is answered in 
the affirmative. These statistically significant 
differences also occur in the responses of the two groups 
to the extracted factors that correspond to the powerful 
others and unknown sources of control, except in the Social 
domain. In that domain, the groups are different only on 
the powerful others factor. Again, acculturation provides 
a logical explanation. The Oglala Lakota child has the 
cultural values of cooperation and unity, where behavior is 
governed by the benefits that accrue to the tribe. These 
values are retained by the child as she/he lives within a 
dominant society. In other aspects of social behavior, the 
Oglala Lakota child is similar to Caucasian children 
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(internal and unknown) in perceiving the control of 
behavior. Outside the Social domain, Oglala Lakota 
ch ildren per c eive a caus al connection between life events 
a nd powerful others or unknown sources more than Caucasian 
c hildren. This conclusion supports much of the research 
previously ci ted. 
Correlation of MMCPC and SAT Scores 
The third question this study sought to answer was to 
determine the extent to which there was a relationship 
between the scores of the MMCPC Source of Controls and the 
SAT. The literature reviewed for this study suggests that 
a mod erate, inverse relationship between the Unknown Source 
of Control and academic achievement (SAT scores) would be 
the strongest relationship. Statistical analyses reveal 
significant inverse relationships between all of the Source 
of Control subtests and the SAT scores (Tables 10, 11, 12). 
This same relationship is found with the factors that were 
extracted from the Cognitive domains items. It may be 
concluded that Oglala Lakota children who obtain higher SAT 
scores have lower MMCPC Unknown Source of Control scores, 
and conversely, those who obtain lower SAT scores have 
higher MMCPC Unknown Source of Control scores. 
These results generally support Harter's model (1981, 
1983), which suggests that the extent to which a child 
understands the events that control his/her success and 
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fail u re is p o sitively co rrelated with the child's 
achievement level. Yet, this s u pp o rt is provided in an 
o bl i q u e ma n ner be c ause the conclusions drawn from these 
r e s ul t s c an lead to an inferential leap that the Oglala 
Lak o t a c hild who achi e ves high SAT sc o res understands (low 
MMCPC Unknown Source of Control score) the events that 
control his/her life. However, such an inferential leap 
would suggest that the scores of this same child on the 
MMCPC Internal / Powerful Others subtests ("known" sources of 
c ontr o l) and the SAT would be c orrelated in a positive 
dire c ti o n. S uc h is not the case (Table 10). 
It is intriguing that the correlations between all of 
t he MMCPC subtes t s and the SAT sc o res are inverse and 
statisti c ally signifi c ant. While they are statistically 
si gnifi c ant, the correlations reveal a modest relationship. 
By e xamining the data cl o ser, in an attempt to "squeeze 
bl oo d from a turnip," it is notable that the SAT/MMCPC 
c orrelations are larger for the Powerful Others and Unknown 
s u btests than for the Internal subtest . Is it possible 
that Oglala Lakota children who perform poorly on academic 
tasks attribute control to powerful others and unknown 
so u rces while academically successful children do not 
. ne c essarily attribute control to themselves, or an internal 
source? If these academically successful children do not 
at t ribute control to Powerful Others, Unknown, or Internal 
so u rces, to what do they attribute their success? One way 
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to clarify these ques t ions is to use the accepted 
convention of squaring a correlation to determine what 
amo unl of variance is explained by the relationship. While 
the co rrelations are statistically significant and the 
Po werf u l Others and Unknown correlations are larger than 
the Internal ones, more practical significance can be found 
by determining the amount of explained variance (Table 16). 
It c an be seen from Table 16 that the percentage of 
v ariance explained by the SAT/Powerful Others and 
SAT/ Unknown correlations is double the variance explained 
by the SAT/Internal correlations. It can also be seen that 
the amount of variance explained by any of the SAT/MMCPC 
c orrelations is modest to minimal. A large proportion of 
the variance is unexplained by these correlations. This 
unexplained variance highlights the importance of retaining 
the perspective that there are many psychocultural 
Table 16 
Percent of Variance Explained by the Correlations of the 
MMCPC and SAT Scores of the Oglala Lakota Children 
SAT Scores 
Subtest Reading Language Math Total 
Internal 
Powerful Others 
Unknown 
5 
18 
22 
9 
22 
26 
18 
28 
34 
9 
24 
31 
influences on academic performance. Caution should be 
exercised when investigating singular variables. Yet, 
considering the multitude of influences, it is remarkable 
that the sources of control account for as much of the 
Table 13 variance as they do. Harter's model of the 
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Control ->Achievement-> Competence-> Motivation sequence 
does not appear to cleanly explain academic motivation in 
Oglala Lakota children. However, there are some remarkable 
similarities which warrant further investigation. 
Limitations of the Study 
A clear limitation of this study is the size of the 
samples. A rigorous factor analysis would require a larger 
sample size, particularly for the Wyoming sample. If 
factor analyses were performed on larger samples and 
produced the same results as found here, the conclusions 
drawn from this study regarding the similarity of the MMCPC 
factor structure would be on firmer ground. This 
limitation is compounded by the selection of the MMCPC 
domains as the factor analysis unit and the small number of 
items within each MMCPC domain. With larger subject and 
item samples, the linear relationship between items would 
become clearer and the factor more defined. 
The study is also limited to the extent that the 
samples were comparable across salient characteristics. 
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For exa mple, it wa s not po ssible t o comple tely conlro'c r , 11· 
differe n c es in so c ioe cono mi c stat.us h c•tw.-,:,n U· «"' groups. 
::::11ch rliffp,ren c Ps co11ld hi? •;,,i.:?;'=c;+. r ! ;_:is an alt ernative 
P>:pla nat ion f o r ~' .0 , ,-,-=1 '~::;. 
'"" : r f ;~ r r· ~ 1 ='· 1 s e 1 e c· t i o n i s a 1 i mi tat i on o f th i s study. 
~irs t I con sent to p articipate i n the st udy was obtained f or 
lhe Og lala Lakota sample in su ch a way that all the 
c hildren i n the selected grade levels who attended school 
o n the day the questionnaire was administered were included 
in the study. 
in the sa mp le. 
Children who were absent were not included 
In the Wyoming sample, the q uestion naires 
were administered over · several days so that children absent 
on one da y had an o pportunity to respond on another day. A 
sele c tion-maturation interaction may have occur red with 
t.hese sa mple s . However , all data collection occurred 
dur i n g the same mont h o f the year, at the same time of the 
sc h oo l year. This threat to internal validity is assuaged 
by recognizin g accepted developmental theory, which 
identi f ie s that c hildren progress through common age 
(school grade) c haracteristics. Therefore, the subjects 
were likely within the typical range of human development 
expected for children their age. 
An interaction effect of selection is another 
limitation. Random selection of Oglala Lakota children 
from all children on the Pine Ridge Reservation did not 
occu r. Intact classes from the Pine Ridge and Loneman 
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s c ho ols were sele c t e d . The c onclusions drawn from this 
study are theref o re limited to the extent to which the Pine 
Ridge and Loneman children are representative of all Oglala 
Lakota children and the extent to which the Wyoming 
c h i ldren are representative of Caucasian children. 
Suggestions for Further Research 
Further research may build upon this study by using 
larger samples and replicating the procedures. Larger 
sample sizes would increase the number of data points used 
in the factor analyses and more clearly elucidate the MMCPC 
factor structure. Also, additional factor analyses may be 
done using the MMCPC Sources of Control as the limiting 
vari a ble rather than the Competency domains as was done in 
this study . Theoretically, Sources of Control may be a 
more significant organizing construct for locus of control 
than are Competency domains. 
It would be interesting to obtain additional data on 
the subjects, such as their performance on a measure of 
acculturation, and their performance on the MMCPC. This 
may clarify the extent to which acculturation influences 
perception of locus of control. Also, comparison of 
American Indian subjects across age groups would reveal 
whether they become more internal with age, a pattern found 
in Caucasian children. 
Finally, it would be interesting to find if teaching 
American Indian c hildren to perceive a locus of control 
would indeed impr o ve their academic performance. 
91 
CHAPTER VI 
SUMMARY AND CONCLUSIONS 
In summary, American Indians (Oglala Lakota) are a 
cult ural minority who do not perform well within a 
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Caucasian educational system. Since perception of locus of 
co ntr ol has been linked with academic achievement (Harter, 
1983), it is worthwhile to determine if such a link exists 
in minority cu ltures. From this study, it is clear that 
f o r the Oglala Lakota child, culturally defined loci of 
co ntr o l are precursors to academic achievement. 
Multip le fa cto r analyses of the Oglala Lakota 
c hi ldr en's responses to the MMCPC confirm the presence of 
Internal, Po werful Others, and Unknown Source of Control 
f ac t or s within the measure. This provides further support 
f o r t he co nstruct (locus of control) validity of the MMCPC. 
Ho wever, it is interesting that the Internal Source of 
Control factor appears to be "Caucasian" in nature. 
Through acculturation, the Oglala Lakota children have 
learned to identify the accepted locus of control of the 
dominant culture. However, they appear lo have retained 
their own cultural definition of internal locus of control 
within the confines of that dominant culture. 
The results of this study support the placement of 
locus of control within the broader theoretical context of 
social learning theory. Rotter (1990) firmly stated that 
l o cus of co ntr o l was a relat i vely stable characteristic 
that was learned and generalized to differing degrees by 
individu als. He reported being puzzled that the 
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researc hers who have explored the concept seemed to define 
locus of co ntrol as a fixed trait or type and subsequently 
c r it icized him. Oglala Lakota children who have learned to 
respond in a Caucasian manner <acculturation) to the MMCPC 
Internal Source of Control, yet retain a culturally defined 
internal locus of control (found from the factor analyses) 
demonstrate that social learning can modify perceptions of 
l ocus of co ntrol. There is a gradient of generalization. 
The Oglala Lakota child learns from the culture the general 
co n cep t of p o werful others locus of control, yet has 
specific conceptions about the Caucasian and Oglala Lakota 
internal locus of control. The study also clarifies that 
there is variability of locus of control within the 
individual. 
There were significant differences between the scores 
o f the Oglala Lakota and Caucasian children on the MMCPC 
Powerful Others Source of Control and Unknown Source of 
Control subtests. Oglala Lakota children are more likely 
to attribute locus of control to other or unknown sources. 
Given the cultural framework that emphasizes cooperation, 
generosity, noncompetition, and consensus, such 
attributions are to be expected. Although the present 
statistical support is tenuous and further analyses are 
nee ded, i t ap pears that Oglala Lak o ta c hildren tend to 
a t t ri bute su cc ess t o o ther / unknown sources more than they 
do fail u re . Again, this is consistent with the cultural 
v a lu e o f nonaggrandizement of the individual. 
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An i n v erse rela t ionship e xists between the MMCPC 
Unkn o wn Source o f Control scores of Oglala Lakota children 
a nd t heir SAT scores. Children who perceive what/who 
co ntr o ls the reinforcement for their behavior tend to 
p erf o rm better on achievement tests. However, this 
re lationship is small and much of the variance in the 
s co res is u nexplained by the correlation. Nonetheless, the 
ac ademi c performance of Oglala Lakota children may improve 
if the sch o ol curriculum incorporated spe c ific learning 
t asks designed to teach the per c eption of loci of control. 
Th i s is not simply teaching cause and effect relationships, 
b u t s kill at making the c o gnitive link between cause and 
effe c t. 
It is clear that there are many influences on academic 
a c hievement, i . e. parenting practices, family values about 
edu c ation, arid the student's beliefs about the occupational 
rewards of school performance. A school principal on the 
Pine Ridge Reservation described what he called the 
"vanquished warrior syndrome." This name had reference to 
a famous painting/sculpture of a Native American warrior 
sitting with head bowed, astride a worn-out horse, and 
ho lding a broken lance. His observation was that the 
95 
Oglala Lakota child is raised within a "vanquished" 
culture. When such a child loses, lo an extent, a sense of 
self-determination, learned helplessness occurs. 
Steinberg, Dornbusch, and Brown (1992) found that peer 
support of educational excellence can offset the ill 
effects of nonsupport in the home. The traditional Oglala 
Lakota child is taught that individual performance should 
benefit the tribe. Perhaps what is to be learned from this 
collage of data is that while clarifying the perception of 
locus of control may improve academic performance, 
enhancing the family, peer, and tribal support of 
educational excellence may be a more efficient and 
effective use of resources. 
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APPENDICES 
Appendix A 
Multidimensional Measure of Children's 
Perceptions of Control 
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WHY THINGS HAPPEN 
Form 1 
Please circle: Boy or Girl Age: __ _ 
Sample questions 
Grade: 
SAT R 
L 
M 
Tot 
(al I like chocolate ice cream better than vanilla ice cream. 
very true sort of true not very true not at all 
(bl Most kids really like spinach 
very true sort of true not very true not at all 
1. If I want to do well in school, it's up to me to do it. 
very true sort of true not very true not at all 
2. When I win at a sport, a lot of times I can't figure out why I 
won. 
very true sort of true not very true not at all 
3. When I do well in school, it's because the teacher likes me. 
very true sort of true not very true not at all 
4. I can be good at any sport if I try hard enough. 
very true sort of true not very true not at all 
5. When I get a good grade in school, I usually don't understand 
why I did so well. 
very true sort of true not very true not at all 
6. When I play an outdoor game against another kid, and I win, 
it.'s probably because the other kid didn't play well. 
very true sort of true not very true not at all 
7. If a teacher doesn't like me, I probably won't have as many 
friends in that class. 
very true sort of true not very true not at all 
8. If I try to catch a ball and miss it, it's usually because I 
didn't try hard enough. 
very true sort of true not very true not at all 
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9. If somebody doesn't want to be my friend, there's probably 
nothing I can do about it. 
very true sort of true not very true not at all 
10. If an adult doesn't want me to do something that I want to 
do, I probably won't be able to do il. 
very true sort of true not very true not at all 
11 . When something goes wrong for me, I usually can't figure out 
why it happened. 
very true sort of true not very true not at all 
12. When good things happen to me, many times there doesn't seem 
to be any reason why. 
very true sort of true not very true not at all 
13. If I want my classmates to think that I am an important 
person, I have to be friends with the really popular kids. 
very true sort of true not very true not at all 
14. I can pretty well control what will happen in my life. 
very true sort of true not very true not at all 
15. A lot of times, there doesn't seem to be any reason why 
somebody likes me. 
very true sort of true not very true not at all 
16. If I get bad grades, it's my own fault.. 
very true sort of true not very true not at all 
17. To get what I want, I have to please the people in charge. 
very true sort of true not very true not at all 
18. If somebody is my friend, it is usually because of the way I 
treat them. 
very true sort of true not very true not at all 
19. If I have a bad teacher, I don't do well in school. 
very true sort of true not very true not at all 
110 
20. When I am unsuccessful, it is usually my own fault. 
very true sort of true not very true not at all 
21. When I don't do well in school I usually can't figure out 
why. 
very true sort of true not very true not at all 
22. When I lose in an outdoor game, it is usually because the kid 
I played against was much better al that game to begin with.If 
very true sort of true not very true not at all 
23. If somebody doesn't like me, it's usually because of 
something I did. 
very true sort of true not very true not at all 
24. When I don't win an outdoor game, most of the lime I can't 
figure out why. 
very true sort of true not very true not at all 
25. Most of the time when I lose a game in athletics, I can't 
figure out why I lost. 
very true sort of true not very true not at all 
26. If people are mean to me, it is usually because of something 
I did. 
very true sort of true not very true not at all 
27. When I don't win at an outdoor game, the person I was playing 
against was probably a lot better than I was. 
very true sort of true not very true not at all 
28. If I get a bad grade in school, I usually don't understand 
why I got it.. 
very true sort of true not very true not at 
29. When I'm not good at something, it's usually my own fault. 
very true sort of true not very true not at all 
30. If I don't have a good teacher, I don't do well in school. 
very true sort of true not very true not at all 
all 
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31. If somebody 1 i kes me, i l is usually because of the way that I 
t.rea l them. 
very true sort of true not very true not at all 
32. If thP.re is something that I want to get, I usually have to 
please the people in charge to get it. 
very true sort of true not very true not at all 
33. If I don't do well in school, it's my own fault . 
very true sort of true not very true not at all 
34. A lot of times I don't know why other people like me. 
very true sort of true not very true not at all 
35. I can pretty much decide what will happen in my life. 
very true sort of true not very true not at all 
36. If I want to be an important member of my class, I have to 
get the popular kids to like me. 
very true sort of true not very true not at all 
37. Many times I can't figure out why good things happen to me. 
very true sort of true not very true not at all 
38. A lot of times I don't know why something goes wrong for me. 
very true sort of true not very true not at all 
39. I don't have much of a chance of doing what I want if adults 
don't want me to do it. 
very true sort of true not very true not at all 
40. If somebody doesn't like me, there is probably nothing I can 
do about it. 
very true sort of true not very true not at all 
41. If I try to catch a bal 1, and I don't, it is usually because 
I didn't try hard enough. 
very true sort of true not very true not at all 
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42. If my teacher doesn't like me, I probably won't be very 
popular with my classmates. 
very true sort of true not very true not at all 
43. When I win at a sport, it's usually because the person I was 
playing against played badly. 
very true sort of true not very true not at all 
44 . When I do well in school, I usually can't figure out why. 
very true sort of true not very true not at all 
45. I can be good at any sport if I work on it hard enough . 
very true sort of true not very true not at all 
46. The best way for me to get good grades is to get the teacher 
to like me. 
very true sort of true not very true not at all 
47. When I win at an outdoor game, a lot of times I don't know 
why I won. 
very true sort of true not very true not at all 
48. If I want to get good grades in school, it's up to me to do 
it. 
very true sort of true not very true not at all 
Copyright J. P. Connell, University of Denver, 1980. 
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Dr. J. P. Connell 
University of Rochester 
Wilson Blvd. 
Rochester, N.Y. 
Dr. Connell, 
14627 
115 
21 April 1990 
I am a USAF staff psychologist assigned to Keesler 
AFB, MS. An area of research in which I am interested is 
determining factors which may facilitate the educational 
experience of Native American children. 
From colleagues, T have obtained abstracts of articles 
which refer to a locus of control assessment instrument 
which you authored, the Multidimensional Measure of 
Children's Perceptions of Control (MMCPC). I am interested 
in how it may be used within an Oglala Lakota population. 
As such, I am requesting your permission to copy and 
use t . he i n strum en t i n a research study. I ant i c i pate us i n g 
the MMCPC with approximately 250 subjects. It will not be 
used for personal monetary gain and all copies will include 
a copyright notation. I would greatly appreciate it if you 
would forward this permission to me at the earliest 
possible opportunity. 
I look forward to hearing from you, 
Capt. Stephen B. Cook, BSC 
HMR P.O. Box 12026 
Keesler AFB, MS 39534-5356 
(No responses received to date) 
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